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ABSTRACT
This study explored the perceptions of the proteges concerning the impact of their
participation in the North Dakota Teacher Mentoring Program during the 2005-2006
school year. Data concerning mentor-protege relationships from across the entire state of
North Dakota were used to answer the research questions.
The research questions were developed using the North Dakota Teacher
Mentoring Log (NDTML). The NDTML is divided into three major categories. They
are goals, activities, and focus. The tables developed from the information gathered from
the categories illustrated the importance of a mentoring program and the impact it has had
on the teaching community of North Dakota.
The information was collected through an online survey and the required monthly
mentoring logs as submitted by the mentor to the program coordinator. The online
survey focused on individual personal information and perceptions, while the monthly
mentoring log documented the actual mentor-protege activities. Mid-continent Research
for Education and Learning, the external evaluator for the program, provided the
information from the mentoring logs for analysis for this study.
The primary objective of this research project was to gather information
concerning the effectiveness of the North Dakota Teacher Mentoring Program. A
secondary or by-product o f the original objective was the information that reflects on and

xvii

may influence the decision making process of the legislature, institutions of higher
learning, administration, teaching staff, and all educational stakeholders.
This study may support the belief that the majority of teachers, both mentors and
proteges, participating in the North Dakota Teacher Mentoring Program during the
2005-2006 school year benefited from this experience both professionally and personally.
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CHAPTER I
INTRODUCTION
The North Dakota Teacher Mentoring Program (NDTMP) was established in 2002
by the Title II Teacher Quality Enhancement Grant. The North Dakota mentoring
program manuals were developed by North Dakota teachers to reflect the situations and
values o f North Dakota. The mentoring program provides opportunities for mentors and
proteges to experience professional growth by understanding best teaching practices and
reflecting on their own teaching experiences. Mentors are trained in the principles of
adult learning, observation and feedback, coaching, guided reflection, and effective
teaching practices and strategies. In an email dated Monday, September 25, 2006, Janet
Placek Welk, Executive Director of the Education Standards and Practices Board, stated
that approximately 200 teachers were trained in North Dakota in the formal mentoring
process every year since the origin of the grant in 2002.
The grant itself specifies the compensation for the mentors and also the
appointment of a coordinator. Selection of the coordinator was accomplished through a
process o f advertising the position, interviewing the candidates, and hiring the selected
candidate. The coordinator then selected an advisory committee comprised of members
from the North Dakota educational administration, elementary teachers, secondary
teachers, and higher education sectors to create a curriculum for the program.

1

An application process is used for acceptance into the North Dakota Teacher
Mentoring Program (Appendix A). Upon acceptance into the NDTMP, a mandatory three
day workshop held during the summer and an additional North Dakota Teacher
Mentoring Symposium which is held after the academic school year has begun must be
completed.
Proteges are chosen by the mentor with little or no input from the NDTMP
Coordinator. Criteria for being considered as a protege are:
1. Must be a new teacher within the first three years of the profession;
2. Must be within the first three years of teaching in a new content area;
3. Must be within the first three years of a new position in the same schoo'.
district; or
4. Must be within the first three years of teaching in a new building
(Marcusen, 2005).
In order to document the approval of your individual participation in the NDTMP
by your school district, the North Dakota Teacher Mentoring Agreement must be signed
by the School Mentoring Coordinator or Principal (Appendix B). An agreement for the
mentor and the protege must be on file with the NDTMP Coordinator before the
scheduled mandatory North Dakota Teacher Mentoring Symposium (Marcusen, 2005).
The daily activities of the mentoring process are documented on the North Dakota
Teacher Mentoring Log (NDTML) and submitted to the NDTMP Coordinator on a
monthly basis (Appendix C & D). The NDTMP Coordinator reviews them and submits
them for documentation for the grant. The mentor is responsible for completing the
mentoring log and submitting them in a timely manner (Marcusen, 2005).
2

The mentoring logs consist of checkboxes for the convenience of inputing the
information into the database and an attempt to save time for the mentor. Mentoring
activities are categorized as one-on-one, class observation, group meeting, parent
conference, and other. The goals of the mentoring sessions are divided into professional
development, reflection/assessment, demonstration/modeling, assistance/support, and
other. The focus of the mentoring sessions is categorized into six topics. They are
subject content, pedagogy, class management, administrative tasks, social/personal, and
other. The NDTML is completed during the mentoring session as the mentor and protege
discuss the immediate concerns and agree upon which checkbox should be used to
document the session (Marcusen, 2005). Meetings between the mentor and protege
should have an agreed upon focus where the mentor translates the concerns into a
concrete action plan that includes readings, visitations in other classrooms, or focused
discussions (Little, 1985).
The NDTMLs will be used as one source of data for this study, along with a
survey submitted via Survey Monkey to all proteges, and the data from the external
evaluator o f the program, Mid-Continent Research for Education and Learning (McREL).
McREL furnished data concerning the mentoring logs but because of privacy laws
refused to release any personal information concerning anyone participating in the North
Dakota mentoring program.
The mission of the North Dakota mentoring program is as follows: “The North
Dakota Teacher Mentoring Program will use exemplary teachers to increase teacher
retention and promote professional growth and development through intensive assistance
and guidance to new teachers” (Marcusen, 2005, p. 1).
3

Goals of the North Dakota Teacher Mentoring Program include, but are not
limited to, the following:
1. To ensure that each beginning teacher has a formally-trained mentor;
2. To increase the percentage of teachers remaining in the profession;
3. To provide an effective transition into the teaching profession; and
4. To enhance teaching performance by promoting personal and professional
growth (Marcusen, 2005).
The mentoring steps include:
1. Understanding the parameters of the state mentoring program; the North
Dakota state mentoring program is not an evaluation process - it is a
coaching/relationship program;
2. Establishment of a relationship;
3. Conveying professional responsibilities;
4. Managing the classroom environment;
5. Developing a portrait of good teaching;
6. Guiding teachers through the reflection process; and
7. Facilitating professional growth (Marcusen, 2005).
Mentoring is the process of welcoming novice educators into the profession and
preparing them to navigate the full responsibilities of the career they have chosen to
pursue. Mentors are expected to listen; offer support and provide encouragement; and
share materials, methods, time-management skills, and experiences. Mentors model good
teaching methods and provide constructive feedback but do not evaluate. The
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relationship between a mentor and protege is sacred and cannot be taken lightly
(Marcusen, 2005).
Effective teaching is an imperative component of the mentoring program. In
order for a mentor to assist a protege in overall professional growth, it is necessary to
identify and define the many aspects of distinguished teaching. This allows for focused
attention on specific areas for improvement and makes self-assessment possible.
Enhancing Professional Practice: A Framework fo r Teaching, by Charlotte Danielson, is
a research-based framework that provides a clear picture for teaching and a common
language to facilitate professional conversations by identifying 4 domains and 22
interrelated components of responsible teaching (Danielson, 1996).
This quote from F. D. Roosevelt, “We cannot always build the future for our
youth, but we can build our youth for the future” (State o f North Dakota, n.d., p. 163),
gives a hint of what the North Dakota Teacher Mentoring Program is hoping to provide to
the teaching profession. Figure 1 gives some suggested actions.
Purpose of the Study
The purpose of this study was to assess the frequencies and percentages of the
mentoring sessions of the participants of the North Dakota Teacher Mentoring Program
(NDTMP) based on gender and institution where their bachelor’s degree was earned. A
secondary purpose is to determine the perceptions of the proteges regarding their overall
professional skill improvement as a teacher. The results of this study may serve as an
indicator o f need for a change in the teacher preparation curriculum and/or the need for
more orientation and professional development at the specific school site level.

5

Mentor
Be positive - smile and let your protege know
you enjoy your job
Be a friend - develop a strong, trusting
professional relationship
Be available - let the protege know they can
come to you at any time about anything
Be reflective - self-assess, analyze, and
evaluate in order to improve your mentoring
abilities
Be a helper and facilitate reflection by
clarifying, specifying, rephrasing, and
redirecting as needed
Be professional - always maintain the
confidence o f your protege
Be objective and use classroom data as a basis
for analysis and discussion with the protege
Be a novice teacher advocate as you
communicate with colleagues and
administrators
Be knowledgeable and current in your content
area
Be a provider of resources and suggestions to
help the protege grow professionally
Be a role model for lifelong learning

Protege
Be receptive to your mentor’s
suggestions
Take the relationship developed with
your mentor seriously
Use time wisely to address your
concerns
Be open to improvement
Accept suggestions
Professionalism needs to be developed
continuously during the life of your
teaching career
Don’t become intimidated
Be sure your actions allow your mentor
to be positive
Stay up to date in your content area
Follow up on any suggested resources
and materials
Realize that teaching is a lifelong
learning process

Figure 1. Mentor and Protege Responsibilities.
Educational Testing Service, Pathwise, Introduction to a Framework for
Teaching, and Charolette Danielson’s Enhancing Professional Practice: A Framework
fo r Teaching are used as the research guides for the program. This framework includes
four components or domains of professional practice:
* Domain 1 - Planning and Preparation
* Domain 2 - The Classroom Environment
* Domain 3 - Instruction
* Domain 4 - Professional Responsibilities (Danielson, 1996).
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This study focused on the four domains and the frequency and duration of
questions and discussions posed by the proteges to their individual mentors as
documented on their mentoring logs. The 4 domains and their 22 interrelated
components o f teaching as prescribed by Danielson (1996) will be the focus of this study.
The domains and components can be found in Appendix F.
Research Questions
Using the two variables of gender and institution where the participant’s bachelor
degree was earned, the following research questions will be addressed:
1. What is the frequency and percentage of the mentoring activities directed at
the achievement of the professional development goal, reflection/assessment
goal, demonstration/modeling goal, assistance/support goal, social/personal
goal, and/or other?
2. What is the frequency and percentage of the mentoring activities focused on
subject matter, pedagogy, class management, administrative tasks,
social/personal relationships, or other?
3. What is the frequency and percentage of time spent on one-on-one activities,
class observation, group meetings, parent conferences, or other?
4. What are the perceptions of the proteges regarding their professional progress
as a result of their participation in the NDTMP, and do their perceptions vary
based on gender and institution where they earned their bachelor’s degree?
Significance of the Study
According to the research, mentoring programs have become a necessity rather
than an option (Steffy, Wolfe, Pasch, & Enz, 2000). The No Child Left Behind law is
7

meant to focus on the student, however, in reality, it comes down to the ability of the
teacher to present the knowledge needed to succeed. According to Dr. Leslie Wong,
Vice President of Academic Affairs, Valley City State University, Valley City, North
Dakota, and Project Director of the North Dakota Mentoring Academy, low teacher
quality results in lower student achievement. The responsibility of teacher quality is a
reflection of the preparation program delivered by the institution of higher learning and
the continued professional development available at the individual school sites (“North
Dakota Mentoring Academy,” n.d.).
Research shows that mentoring programs are instrumental in teacher
improvement and retention. In recent years, approximately 25 states have legislated
guidelines to improve teacher recruitment, teacher preparation programs, certification
requirements, and professional development requirements (Darling-Hammond, 1998).
According to Janet Placek Welk, Executive Director of the Education Standards
and Practices Board, North Dakota’s mentoring program was established through the
Teacher Quality Enhancement Grant in 2002. It was part of a U.S. Department of
Education $2.1 million State Grant and had three prongs or goals. The goals were
strengthening teacher standards, teacher recruitment and retention, and portfolio
assessment. The funding from this grant ended on September 29, 2006 (J. P. Welk,
personal communication, September 25, 2006).
Although a substantial amount of research points to the benefits of a structured
mentoring program, North Dakota does not anticipate the renewal or the prospect of
obtaining another grant to pursue the mentoring program (J. P. Welk, personal
communication, September 25, 2006). With this in mind, the results of this study would
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be of interest to the Department of Public Instruction (DPI), the Education Standards and
Practices Board (ESPB), and individual school administrators, as they consider
candidates for open teaching positions, and individual school systems orientation process
and staff development programs. The findings of this study could have major
implications on the teacher preparation programs in the state of North Dakota as well as
the requirements prescribed by ESPB to be a licensed teacher in the state of North
Dakota.
Delimitations of the Study
There are an abundant number of factors that could affect the integration of a
mentoring program at any given school. This study focused on and was limited to the
mentoring logs submitted by the participants of the North Dakota Teacher Mentoring
Program during the school year 2005-2006 and the perceptions of the participants as
indicated on the survey instrument that was used in this study.
Definition of Terms
Activity: as described on the North Dakota mentoring log - one-on-one, class
observation, group meeting, parent conference, other.
Goals o f activity met: as described on the North Dakota mentoring log - not at all,
slightly, somewhat, mostly, and completely.
Duration: as described on the North Dakota mentoring log - the amount of time,
in decimals (.25 = 15 minutes, .50 = 30 minutes, etc.), each meeting lasted.
Focus: as described on the North Dakota mentoring log - subject content,
pedagogy, class management, administration tasks, social/personal, other.
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Goal: as described on the North Dakota mentoring log - professional
development, reflective/assessment, demonstration/modeling, assistance/support, other.
Mentor, a leader, coach, sponsor, or other type of transitional figure. This person
needs to be respected in their organization, knowledgeable in their job, have good
professional skills, and have a collaborative spirit and well defined organizational values.
A mentor is someone who to whom a protege can express their apprehensions and fears,
frustrations, and goals without trepidation of reprisals.
North Dakota Teacher Mentoring Log: document used to describe mentoring
activities, goals, focus, duration, and goals of activity met.
North Dakota Teacher Mentoring Program: funded by the Title II Teacher
Quality Enhancement Grant since 2002. The school year 2005-2006 was its 4th year.
According to Janet Placek Welk, Executive Director of the Education Standards and
Practices Board, funding to continue the program is currently being sought.
Novice teacher: new to the teaching profession, new to the district, new to the
content area, or having fewer than three years experience.
Protege: a person who voluntarily seeks someone with greater experience and
wisdom to help guide them through the maze of teaching and show them the doors to
open and the ropes of the organization. This person can be a novice teacher or an
experienced teacher starting a new position within the school district.
Organization of the Study
The organization of this study was accomplished by dividing the information into
chapters. Chapter I introduces the reader to the effects and purposes of implementing a
mentoring program for your school system. Chapter II looks at the previous findings and

collect the data to be analyzed and statistical analysis of the data. Chapter IV includes a
narrative of the results of the study. Chapter V puts forward the conclusions, findings,
and possible implementation of the results of the study.
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CHAPTER II
LITERATURE REVIEW
Introduction
The literature review will begin with the origin of mentoring and how and where
the mentoring process started. The review continues with the need for a mentoring
program and the types of mentoring programs there are to use as a guideline. The
following sections will provide information concerning the mentors, program
responsibilities, and mentoring models. The final section of the literature review will
focus on the McREL report. A short summary will follow, which will include the
influences of NCLB on mentoring programs and the trend for school districts to initiate
mentoring programs on their own.
Origin of Mentoring Programs
The original, documented mentoring process appears in the The Odyssey, written
in approximately 800 BC by Homer, the Greek poet. The story centers around a father,
Odysseus, and his son, Telemachus. Odysseus is planning to go to war, leaving his son,
Telemachus, behind. Odysseus fears that Telemachus will have no one to guide him and
teach him the responsibilities of the throne durng his departure so he empowers his most
respected confidant, Mentor, to undertake the task of preparing Telemachus for his
eventual leadership demands (Squillace, 2003). Hence, the underpinnings of the art of
mentoring was established.
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Teachers are lifelong learners. The culture of the teaching profession embraces
the mentoring concept as an extension of the learning process. The focus of mentoring is
helping people. In this case, the focus of the mentoring process will be a colleague rather
than a student, in an attempt to help them reach their best. This process fits naturally into
the realm of the teaching profession. Teachers are predominantly passionate about
learning and are eager to help others learn. The transfer from student enrichment to peer
enrichment is not a long jump (Sweeny, n.d.).
Mentoring is a voluntary program that is protege driven. Katz (2003) suggests
that the mentoring process is a relationship generally between two people with the
understanding to work together for their common good. The relationship is based on the
fact that both mentor and protege volunteer to become involved and are committed to the
success of the relationship. The relationship is based on two common premises. That
one of the t wo people has more experience and knowledge than the other. And the other
is looking to develop a higher level of professionalism (Bandura, 1995). The mentor is
usually looked upon as a coach. The American Heritage Dictionary (1992) defines coach
as “a person who gives private instruction” (p. 285). The mentor is generally well
respected in the organization, knowledgeable of all aspects of the job, h"
professional skills, has a collaborative spirit, and ' is well defined organizational values.
These characteristics allow the mentoring role to evolve from cooperating teacher to
teacher educator (Dana, Silva, & Colangelo, 1999).
Need for the Mentoring Program
The No Child Left Behind Act mandates that there be a highly qualified teacher in
every classroom. The need for highly qualified teachers crosses both the student side of
13

learning and the protege side of the teaching profession (Tharp, 2004). How to prepare
these teachers to meet the requirements of the law, as well as the needs of the children,
remains a topic of ongoing discussion (Lanier et al., 1995).
A mentoring program can be looked at from three logical perspectives - the
beginning teacher, the district, and staff development. The beginning teacher’s view of a
mentoring program is to provide valued support during the transition from college or the
teacher preparation program to the actual classroom. During this transitional phase,
novice te achers are confronted with a number of psychological traumas, including
frustration and perceptions of isolation (Kurtz, 1983), lower self-esteem, lower
self-concept, and lower student expectations (Gelton, 1980; Veenman, 1985; Zeichner &
Tabachniik, 1981). Mentoring programs provide a means for the beginning teacher to
seek help and encouragement.
School districts look at mentoring programs, in general, as a way to provide
beginning teachers an opportunity to become more productive and committed to the
profession and thereby preventing attrition due to disillusionment. Mentoring programs
provide the conduit for experienced teachers to transfer their knowledge and skills
developed over time to the novice teacher in a systematic way. According to Fagan and
Walter (1982), there is a significant correlation between on the job satisfaction and the
influence of a mentor during the early years of entering the teaching profession.
From the staff development perspective, mentoring programs allow the
experienced teacher an opportunity to reexamine their own practices and beliefs.
Through the process of mentoring novice teachers, experienced teachers gain new
insights, information, and techniques that allow them to build on their knowledge base.
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For the veteran teacher, the participation in a mentoring program can be a way to
revitalize the daily routine and a step in the direction of productive professional growth.
This quote from one mentoring participant suggests the possible impact this type of
program could have on an experienced teacher. “I think every teacher should do this, just
for the fact that it stimulates your teaching much more, and makes you much more aware
of the way you teach” (Benzley, Kauchak, & Peterson, 1985, pp. 14-15).
School induction and orientation programs need to provide mentoring services for
novice teachers (Fideler & Haselkom, 1999). These program should include pairing
experienced teachers who have been trained to offer encouragement, assistance with
curriculum planning, advice about lesson plans, and feedback about teaching procedures
and learning styles. The key to success for these programs is the training of the
experienced teacher to be a mentor (Johnson & Birkeland, 2002).
A mentoring program needs clear boundaries as to what is and is not a function of
the program. In general, if the information pertains to everyone (i.e., ordering supplies or
filling out forms), it should be considered a district/school orientation process. The need
for individual information concerning unique situations and classroom problems is a
mentoring concern (Compton, 1979; Isaacson, 1981).
Due to funding, as of September 2006, North Dakota no longer has a formal
mentoring program. Historically, the teaching profession has not had the same type of
induction and initiation processes characteristic of other traditional professional
professions, such as the medical field or legal field (Lortie, 1975; Tyack, 1974;
Waller, 1932). Recent research, however, has documented the needs for induction
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programs such as mentoring. Critics have characterized the teaching profession as a sink
or swim or trial by fire experience.
Types of Mentoring Programs
Of course, there is no one single program design that meets the needs of every
school district in every situation. Urban schools encounter different challenges than rural
schools. A few of those differences may be class size, curriculum opportunities,
availability o f academic enrichment programs, and community influence and support.
Likewise, districts with large numbers of teacher turnover or those school districts that
are expanding will structure their mentoring programs differently. A number of studies
have been completed on this topic, each presenting a different layout for the mentoring
program (Arenas & Rigazio-DiGilio, 2000; Feiman-Nemser, Schwile, Carver, & Yusko,
1999; Ganser, 2002; Gold, 1999; Hegstad, 1999; Holloway, 2001; Scherer, 1999;
Wang & Odell, 2002).
Sparks (1983) suggests that structured approach to a successful mentoring
program should include:
1. Awareness, readiness, and commitment - experienced teachers need help in
understanding the problems and concerns encountered by novice teachers.
Using a panel of first year teachers to describe their problems and frustrations
is an effective way to accomplish this task.
2. Needs assessment - although there are some general concerns faced by all
novice teachers, research shows that there are unique concerns to all new
teachers. They vary according to the individual and the school district in
which they are employed. A needs assessment questionnaire would bring
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these concerns to the forefront and make them available to be addressed. All
teachers, novice and experienced, should complete the questionnaire.
3. Planning - analyze the needs assessment to determine some goals and focus
points. Some of the meetings should focus on data from the needs
assessment, but a majority of the meetings should focus on knowledge and
skills needed by the novice teacher. Developing common language and
terminology to be used by the mentor and protege is imperative (Floden,
1985).
4. Implementation - while participating in the mentoring program, both mentor
and protege needs must be kept in mind. Staff development with the
individual needs of all participants is imperative.
5. Evaluation - evaluation of the mentoring program is necessary but cannot be
confused with evaluation of the protege. Evaluation of the protege is not a
responsibility of the mentor.
6. Reassessment and continuation - it is important to take time at the end of the
school year to assess the successes and failures of the program and make
recommendations for the following year. The focus of the school district is to
make the program as productive and successful for both the mentor and
protege as possible.
Over the past three decades, mentoring programs have become progressively
more and more structured, more formal, and more dependent on the cooperation of
school administration, teacher representatives, and higher education faculty participation.
First-generation mentoring programs were more loosely structured with less
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accountability. The second generation of mentoring programs encourages new teachers
to participate, extends the program for longer than one year, proteges and mentors are
matched by content area, and there are clear, written agreements to abide by (Ganser, 1997).
Second-generation mentoring focuses on three main components: time,
confidentiality, and beginning teacher placement. Time is essential for mentors and
proteges. A strong relationship needs to be built between the mentor and protege. That
can only occur when time is provided through a written agreement between the mentor,
protege, and the school district stating time will be allowed for observation of
instructional techniques, strategies, and resources (Ganser, 1997).
Confidentiality is always a concern, not only in the mentoring program but in the
teaching profession itself. Confidentiality in the mentoring program means the protege
must have the belief that the mentor will allow free ideas and questions to flow without
fear of reprisal or ramifications (Ganser, 1997).
Other characteristics presented in mentoring programs include three moral
imperatives. The three imperatives are embracing a moral stance, creating a moral
context, and engaging in pedagogy of the moral. These moral imperatives acknowledge
the importance o f the mentor embracing competency at all levels (Lemma, 1993) and to
encourage pedagogical reflective and critical thinking (LaBoskey, 1994; Zeichner ^
Liston, 1996).
Embracing a moral stance underlines the reason for becoming a mentor. Morality
is central to accepting the responsibility of becoming a mentor. Becoming a mentor
requires taking on the responsibility for growth, both for the novice teacher and the
students (LaBoskey, 1994; Zeichner & Liston, 1996). Mentoring involves believing you
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have a professional responsibility to educate teachers to successfully equip the students of
today for the responsibilities of tomorrow.
The second moral imperative is creating a moral context. Creating a moral
context means emphasizing the critical importance of creating a caring and supportive
environment in which the protege can grow and develop. Care is a requirement for a
positive mentoring experience. Care establishes a foundation that allows the protege the
freedom to take risks, develop their own ideas, and progress professionally. A caring
environment allows mentors to push proteges beyond their comfort zone to eventually
promote growth and understanding (Gilligan, 1982; Noddings, 1984).
The third moral imperative is engaging in a moral pedagogy. The mentor must be
responsible for the pedagogical learning of the protege, This is an intentional, well
planned, precise directive on the part of the mentor. The pedagogy shares common
ground with making sure the actions of the teacher are in the best interest of the learning
of the child (Tom, 1984). Pedagogy needs to be developed and extended by going
beyond the simple transmission of skill and knowledge to the complex reflection and
inquiry of exactly what is being taught and why it is necessary (Silva, 1999).
The mentor must recognize the protege’s individual needs and provide layers of
support at each level needed. A scaffolding approach incorporating classroom
management and pedagogy may be needed for a protege to recognize the connection
between the two components of teaching. The opportunity to observe and listen to an
effective teaching session is imperative for a protege during their first professional year
(Silva, 1999).
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A second prong of engaging in moral pedagogy emphasizes the need of mentors
to share their own experiences and thinking processes concerning the teaching profession
so that proteges can internalize for themselves what teaching, learning, and the school
environment means in reference to the profession. Mentors have an obligation to
introduce the protege to the teaching world as it is, as well as how we would like it to be
(Arendt, 1968; Tom, 1984).
The third factor of engaging in moral pedagogy is co-reflection. Co-reflection is
an intentional effort to develop a thinking process centered around two component parts.
The first component deals with the protege feeling like a respected professional who
contributes to the instruction of a child. Secondly, the co-reflection between a mentor
and protege focuses on the elements of collaboration and individual classroom practices.
Co-reflection mandates that the mentor and protege do substantial collaboration together.
It also requires the mentor and protege to set aside a regular time from their already
packed schedule to engage in talking and writing about their curriculum, teaching styles,
and any concerns brought about by the day’s interactions (Feiman-Nemser & Buchmann,
1986).
All stakeholders benefit from, a successful mentoring program. School
administrators can use a successful mentoring program as a recruitment tool, as well as a
retention tool. Institutions of higher education benefit from successful mentoring
programs through the assurance of a smooth transition from the campus to the classroom.
Wileen and Grimmett (1995) and The Holmes Group (1995) suggest that mentoring
programs construct the bridges needed between the teacher preparation programs and the
workplace o f practicing teachers. To the teaching associations, mentoring programs
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represent a new way of serving their membership and improving instructional quality. To
teachers, a strong mentoring program could represent the difference between success and
failure. To parents and students, a successful mentoring program means better instruction
and improved learning opportunities (Ganser, 1997).
Mentors
Teacher placement is often taken for granted. New teachers often get the most
difficult students. The attitude of sink or swim permeates the teaching profession and the
loss of potential great teachers continues. This is where the seasoned teachers must step
in and allow their professional collegiality to take over. By taking the more difficult
classes, seasoned teachers will have the opportunity to demonstrate their skills of
classroom management and effective lesson planning to the novice teachers in the school
district (Ganser, 1997). Research done by Wisniewski and Gargiulo (1997) concludes
that the first year o f teaching is pivotal to the longevity of the novice teacher in the field.
Formal teacher mentoring programs have been in existence for approximately a
generation. Mentoring is an organized relationship maintained for the purpose of
professional growth and guidance. Mentoring is a procedure to help novice professionals
become acquainted with their employment environment and its political and social
underpinnings (NEA Foundation, 2001). Ideally, mentoring programs will result in the
success o f new teachers receiving access to the accumulated professional knowledge,
content experti se, and political savvy of the mature colleagues in their school district for
the benefit and success of their students (Goodlad, 1990; The Holmes Group, 1986;
Levine, 1992).
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Career teachers move through six task-specific phases during their professional
journey: novice (protege), apprentice, professional, expert, distinguished, and emeritus
(Steffy et ah, 2000). This cycle represents the transference of knowledge and contextual
experience from one phase to the next. School systems must provide opportunities for
growth based on need of the individual rather than a one-size-fits-all approach to
professional development (Steffy et al., 2000). Mentoring programs are becoming a
necessity rather than a luxury.
Some selection criteria used for determining a successful mentor candidate fall
into four general categories, according to the 1999 National Foundation for the
Improvement of Education (NFIE) Teacher Mentoring Symposium:
® Attitude and character;
•

Professional competence and experience;

•

Communication skills; and

•

Interpersonal skills (NEA Foundation, 2001).

The 1999 NFIE Teacher Mentoring Symposium described the attitude and
character category as including such characteristics as willing to be a role model for other
teachers; exhibits a strong commitment to the teaching profession; believes mentoring
improves instructional practice; willing to receive training to improve mentoring skills;
demonstrates a commitment to lifelong learning; is reflective and able to learn from
mistakes; is resilient, flexible, persistent, and open minded; is eager to share information
and ideas with colleagues; exhibits good humor and resourcefulness; and enjoys new
challenges and solving problems (NEA Foundation, 2001).
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Professional competence and experience is defined by the 1999 NFIE Teacher
Mentoring Symposium as having the following characteristics: is regarded by colleagues
as an outstanding teacher; has excellent knowledge of pedagogy and subject matter; has
confidence in his/her own instructional skills; demonstrates excellent classroom
management skills; feels comfortable being observed by other teachers; maintains a
network of professional contacts; understands the policies and procedures of the school,
district, and teachers’ association; is a meticulous observer of classroom practice;
collaborates well with other teachers and administrators; and is willing to learn new
teaching strategies from proteges (NEA Foundation, 2001).
The 1999 NFIE Teacher Mentoring Symposium lists the following attributes
under the communication skills category: ability to convey effective instructional
strategies; listening skills; questioning skills that prompt reflection and understanding;
positive and productive critiquing skills; effective email usage; strong time management
skills; conveys enthusiasm, passion for teaching; is discreet and maintains confidentiality
(NEA Foundation, 2001).
Under the category of interpersonal skills, the 1999 NFIE Teacher Mentoring
Symposium listed the ability to maintain a trusting professional relationship; appropriate
expression of care for a protege’s emotional and professional needs; is attentive to
sensitive political issues; works well in multi-cultural settings and situations; and is
patient, amiable, and easily establishes rapport with others (NEA Foundation, 2001).
Bova and Philips (1981) describe the 10 characteristics embedded in any
mentor-protege relationship:
1. Mentor-protege relationships develop from voluntary interaction.
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2. The life cycle of the mentor-protege relationship includes introduction; mutual
trust-building; teaching of risk-taking, communication, and professional skills;
transfer o f professional standards; and dissolution.
3. Information is passed down to the next generation by mentors.
4. Proteges are encouraged by mentors to set and attain short- and long-term
goals.
5. Mentors guide proteges technically and professionally to develop the skills
necessary to survive daily experiences and promote career-scope professional
development.
6. Mentors guide and limit the exposure of responsibility to the protege to reduce
the risk of major mistakes.
7. Opportunities are provided for proteges to observe and participate in their
work.
8. Mentors become a role model.
9. Mentors sponsor proteges’ personal growth organizationally and
professionally.
10. Mentor-protege relationships end in one of two ways: amiably or bitterly.
NCLB has stressed the need for highly qualified teachers in the classrooms.
More than 25 states have passed legislation within the past few years to improve teacher
recruitment, education, certification, or professional development (Darling-Hammond, 1997).
The benefits experienced by the mentor are numerous and include a feeling that the work
they do with a protege has an impact on his/her own teaching methods, feel more positive
about his/her career choice, have more interest in professional development, and an increase
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in self-confidence and professional image, as well as becoming more aware of his/her own
deficiencies (Niles, Niles, Wildman, & Magliaro, 1988).
The research concerning the benefits to mentors took shape in the mid-1980s. In
Hawk’s (1986-87) study of 178 mentors, approximately two thirds of the participants
responded positively to a statement concerning participation in the mentoring program
and professional growth. The professional benefits achieved by the mentors can be
categorized as follows:
•

Professional Competency - While assisting their proteges in improving and
perfecting their teaching, mentors also improve their own professional
competency (Gordon & Maxey, 2000). Mentors benefit by applying cognitive
coaching skills with their students, such as listening, asking inquisitive
questions, providing non-judgmental feedback, and by reassessing their own
classroom management skills (Clinard & Ariav, 1998). Mentor teachers
frequently characterize working closely with beginning teachers as a source of
new ideas about curriculum and teaching (Ganser, 1997).

•

Reflective Practice - Mentors report that mentoring has forced them to be
reflective concerning their own beliefs about teaching, students, learning, and
teaching as a career. It also provided them with opportunities to validate the
experience they have gained over the years (Gasner, 1997). Mentors find
teachers learn more about their subject by teaching, so analyzing and talking
about teaching is a natural opportunity to deepen teaching sensitivity and skill
(Tomlinson, 1995). Critically reflective mentors find that they are more
focused in their mentoring relationships; they bring expanded energy, take
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more informed action, and are generally more satisfied with their mentoring
relationships. Reflective practice in mentonng also provides an opportunity
for renewal and regeneration necessary for all adults. The drive toward
generativity is an essential antidote to the threat of stagnation in the adult
years (Daloz, 1999; Stevens, 1995).
•

Renewal - Several researchers have concluded that mentors experience
professional renewal, are re-energized, and often strengthen and enrich their
commitment to the teaching profession (Ford & Parsons, 2000; Steffy et
al., 2000).

•

Psychological Benefits - Mentors experience benefits both in the
career-related and psychological forums. Mentoring enhances mentors’
self-esteem (Wollman-Bonilla, 1997). The experience of mentoring
empowers experienced teachers and gives them a greater sense of significance
in the educational setting of their world (Carger, 1996). Mentors experience
satisfaction from helping less experienced colleagues (Scott, 1999). Mentors
frequently describe their mentoring experiences as their contribution to the
teaching profession (Boreen, Johnson, Niday, & Potts, 2000).

® Collaboration - Mentors report that continued contact with proteges provides
some o f their richest educational interaction (Boreen et ah, 2000). Several
researchers have documented the growth of veteran teachers’ self-esteem as
they engage in mentoring (Ford & Parsons, 2000; Mei, 1993; Scott, 1999).
Interviews with experienced mentors revealed that mentors felt a sense of
increased confidence and maturity in dealing with other adults, as well as
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students, more confidence and a better understanding of their own set of
beliefs about teaching and curriculum, and more objectivity in reflecting on
their own teaching as a result of mentoring (Freiberg, Zbikowski, &
Ganser, 1996).
*

Contributions to Teacher Leadership - Mentor training and experiences are
the foundation on which leadership skills will be developed through structured
professional development including proficiency in classroom observation and
coaching skills. Mentors, who become effective in these skills, become
recognized for their valuable knowledge and expertise and are sought out for
various campus and district leadership roles. It is not uncommon for mentors
to move into leadership positions as a result of their success as mentors, and it
is often the case that they are more effective in these new positions because of
the training and insights they received as mentors. For example, Freiberg et
al. (1996) found that, at the end of their tenure as mentors, 100% of the
mentors were offered unsolicited positions that provided opportunities to build
on what they had learned as mentors or combined elements of mentoring and
teaching.

*

Mentoring Combined with Inquiry - Working with new teachers often leads
mentors to participate in university research projects or teacher research.
Mentors who participate in inquiry based research critically examine their
own practice, which generally leads to a heightened awareness of the
complexity of teaching (Stanulis & Weaver, 1998).
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By contrast to all the positive aspects of a mentoring relationship, one deterrent to
the mentoring process is the confusion between assessment and evaluation (Griffin, 1984).
The foundation o f the mentoring process is built on mutual trust. The object of the
mentoring-protege relationship is assistance. Serious jeopardy is placed on both the
assistance and trust characteristics of the relationship when evaluation becomes the
responsibility o f the mentor. Evaluation is a judgment of importance or correctness.
Assessment allows the protege the process of self-criticism and direction for improvement
(California State Department of Education, 1983). Evaluation is never a component of a
successful mentor-protege relationship (Marcusen, 2005).
Andrews (1987) suggests five benefits veteran teachers experience through the
mentoring program on a supervisory level:
1. Gain constructive feedback concerning their own teaching methods;
2. Experience the responsibility of peer supervision;
3. Acquire curriculum management expertise;
4. Become educational consultants; and
5. Encourage critical thinking and reflection skills in the teaching profession.
Shaw (1995) implies that mentoring affords veteran teachers a wide variety of
premiums including a positive contribution to a curriculum vitae, enhances the
professional standing in the school community, contributes to improved individual
practices, and gives ample opportunity for discussion of pedagogy with others while
eliminating the isolation of those who work in smaller academic content areas.
Empirical research by Turner (1995) and Reich (1995) states that some of the
prevalent effects o f participation in a mentoring program include enhanced
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self-confidence, better awareness of your own strengths, improved managerial skills, and
refined teamwork skills. These positive conclusions can be linked to the participant’s
increase in professional interest, motivation, satisfaction, and well-being.
Teacher mentors play a critical role in the school specific development of the
protege and his/her professional career (Beck & Kosnif, 2002; Hamilton & Riley, 1999;
Lane, Lacefield-Parachini, & Isken, 2003; Mason, 1997; Wiggins & Clift, 1995;
Young, 1996). Mentoring teachers must set the example of good practice for the protege
to evaluate and emulate (Koemer, Rust, & Baumgartner, 2002). Proteges noted the
importance of observing effective classroom management skills, good planning, positive
interaction with students, knowledge of content subject matter, and compassion toward
students in the improvement of their own skills (Osunde, 1996). Mentoring is an
approach by experienced teachers to guide, reflect, and coach novice teachers (protege) to
become their best (Boreen et al., 2000).
Program Responsibilities
The comprehensive objective of a teacher mentoring program is to provide novice
professionals with a local guide, but the criteria and curriculums in regard to character
and content of these local guide programs widely vary. Duration and intensity are one set
of variables; mentoring programs can vary from a single meeting between mentor and
protege (mentee) at the beginning of a school year, to a highly structured program
involving frequent meetings over a couple of years between mentor and protege
(mentee). Some programs provide release time from their normal teaching schedules for
mentoring opportunities (Horn & Griffeth, 1995; Mobley, 1982; Price, 1977).
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Mentoring programs vary according to the number of new teachers they serve.
Some include anyone new to a particular school, even those with previous teaching
experience (North Dakota Teacher Mentoring Program), while others focus solely on
inexperienced candidates new to the teaching profession. Programs also vary in their
purpose. Some are primarily developmental and designed to foster growth on the part of
newcomers; others are also designed to assess, and perhaps weed out, those deemed
ill-suited to the profession (Huling-Austin, 1990; Ingersoll & Smith, 2003; Mumane,
Singer, Willett, Kemple, & Olsen, 1991).
Mentoring programs also can vary in how they select, prepare, assign, and
compensate the mentors themselves. How carefully the mentors are selected and what
criteria are used to select the mentors themselves is an issue. Some programs demand a
preparation class before entering the mentoring arena. Other programs simply allow
teachers to self-appoint themselves as mentors with no guidance or limitations. These
programs have little or no checks and balances to establish the desired outcomes of the
program (Krupp, 1984).
Mentoring programs are advantageous for both the protege and the mentor.
According to Evenson (1982), the three major benefits to the protege are:
•

knowledge of and assimilation into the school community;

•

improvement of professional competence; and

® introduction to teaching as a lifelong process.
It seems logical the helping, caring relationship intrinsic to mentoring will
provide a multitude of rewards for both the mentor and protege. According to Erik
Erickson’s life stages theory, generativity is the sense of responsibility, an underlying
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need, that each generation’s members must nurture, guide, and pass on their knowledge
and wisdom to those who will succeed them (Erickson, 1968).
Teaching has 1m g had alarmingly high rates of attrition among newcomers. A
number of studies have shown that between 40% and 50% of new teachers leave within
the first five years of entry into the occupation (Grissmer & Kirby, 1987, 1992, 1997;
Hafner & Owings, 1991; Huling-Austin, 1990; Ingersoll & Smith, 2003; Murnane et al.,
1991; Veenman, 1985). The data indicate that school staffing problems are to a
significant extent a result of a revolving door, where large numbers of teachers depart
teaching long before retirement (Ingersoll, 2001).
The individual school districts in the state of North Dakota hire over 700 teachers
each year; approximately 350 of them are new to the profession. The departure rate from
the North Dakota teaching profession is alarming with 17.8% of first year teachers leaving
the state and/or the profession annually (Marcusen, 2005). This attrition of new teachers
from North Dakota schools was of sufficient concern to result in the development of the
North Dakota Teacher Mentoring Program in 2002 through the Title II Teacher Quality
Enhancement Grant.
In order for students to improve academically as mandated by the No Child Left
Behind law, professional development is a critical component and musx be provided by
the school district. Teachers, by nature, desire new challenges in ar> effort, to learn more,
develop better skills, and obtain greater knowledge about the teaching profession and
their belonging in it (Rosenholtz, 1989).
The National Center for Education Statistics reported that 9.3% of new teachers
leave the profession after one year (NEA Foundation, 2001). However, evidence
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suggests that mentoring improves the quality of teaching and the retention of teachers.
The 1999 National Center for Education Statistics Study of Teacher Quality stated that,
as a result of being mentored at least once a week, 7 in 10 teachers believe their
instructional skills improved tremendously. The study also suggests that, if a new teacher
does not have a working knowledge of the content area, no amount of mentoring will
overcome that shortfall. A mentoring program should not be misconstrued as a
replacement for a good, competent university preparation program. An important
consideration determined by this study is the need for concise planning and sound design
a mentoring program must have to be successful. By the very nature of the mentoring
program, it will tend to run the risk of staying the course, being conservative, and holding
steadfast to the traditional practice at the risk of exclusion of new and innovative
techniques. With that in mind, mentoring programs are no longer seen as an option; they
are seen as an essential part of staff development and a component of the school
becoming a professional learning community (Steffy et al., 2000).
Teacher Preparation
Banks and Necco’s (1987) research states a teacher holding a graduate degree
taught for an average of three years longer than a teacher holding an undergraduate
degree. Attrition rates of teachers with graduate training were significantly lower than
teachers holding an undergraduate degree (Bogenschild, Lauritzen, & Metzke, 1988).
Professional development programs and administrative attitude toward continuing
education play an enormous role in the attrition rate of staff members.
Work condition factors are influenced directly by the school administration.
Principal support, role problems, and stress were found to be the most significant
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variables related to work condition, job satisfaction, and commitment and thus indirectly
related to the teacher’s decision to stay in the field (Cross & Billingsley, 1994). Job
satisfaction is directly related to teacher retention. Research shows the workplace climate
plays an important role in the detraction of job satisfaction for teachers: the more
favorable the conditions lead to less attrition of staff. Salaries, retirement benefits, and
health insurance are important to teachers, but the school climate seems to be the
over-riding variable of importance once a teaching position has been assigned (Norton,
1999).
The most relevant and imposing variable on the teaching profession is the teacher
preparation program itself. The Carnegie Foundation institutional classification is the
traditional typology used to categorize institutions of higher learning. This categorization
becomes very important to the mentoring program because where the institution of higher
learning falls on this chart has an influence on the academics taught at that facility. The
six general Carnegie categories of colleges and universities are listed in Figure 2.
The most common entity among the institution of higher learning is the ability to
agree to disagree. Teacher preparation programs across the college and university
systems are not content regulated and therefore are not equal (Wilson, Floden, &
Ferrini-Mundy, 2001). Although pointing fingers is human nature, we cannot blame the
institutions themselves. Condoning low salaries and poor working conditions,
governments - federal, state, and local - have discouraged many from entering the
profession.
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Baccalaureate Granting Colleges

Baccalaureate General
•
•

268 schools of education
up to half of all degrees awarded are in
the liberal arts

401 departments of education are
located at baccalaureate colleges,
which are schools primarily charged
in undergraduate education. These
departments tend to be small,
graduating approximately 13% of
the country’s school teachers
annually.

Baccalaureate Liberal Arts

Master’s Granting Universities

Masters I

•
•

133 schools of education
more than half of degrees awarded are in
the liberal arts

467 schools of education
predominantly regional public
universities
award 40+ master’s degrees per year
across 3+ disciplines
tend to be much larger in enrollment than
the Masters IIs

562 schools and departments of
education, constituting 47% of the
nation’s education schools, are
located at master’s level institutions.
They graduate approximately 54%
of school teachers earning degrees
each year.

Masters II
•
•
•

Doctorate Granting Universities
228 schools and departments of
education are located at
doctorate-granting universities.
They award approximately 34% of
the degrees granted annually to
school teachers.

95 schools of education
mostly private, tuition-department
colleges
grant at least 20 master’s degrees
annually without regard to field

Doctoral Extensive
® 138 schools of education
• award 50+ doctoral degrees per year in at
least 15 disciplines
Doctoral Intensive
»
•

90 schools of education
award at least 10 doctorates across three
disciplines annually (or at least 20
doctorates overall, regardless of field)

Figure 2. Carnegie College and University Categories (McCormick, 2000).
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The mentor, protege, and the school system all directly benefit from a mentoring
program. Mach of the information needed to be a successful teacher is intangible and not
taught during the formal collegiate preparation. Mentoring allows the seasoned teachers
to transfer their skills and knowledge accumulated through their extensive professional
experience to the new teachers (California State Department of Education, 1983; Krupp,
1984). Novice teachers (proteges) provide opportunities for seasoned teachers (mentors)
to reexamine their own classroom techniques and practices and their effects on students’
learning and understanding processes (Ingersoll, 2003; Johnson, 1990; Johnson &
Birkeland, 2002; Steffy et al., 2000).
Mentoring Models
There are many different mentoring models to consider. The differences lie in the
ideological presentation. However, all mentoring models seem to share the common
purposes of helping proteges (novice teachers) develop an appropriate level of practical
knowledge to gage their teaching experiences upon and encouraging novice teachers to
develop a more complex understanding of the profession they have chosen to embark
upon (Furlong & Maynard, 1995). Mentors are expected to use a variety of methods and
strategies, such as active listening skills, collaborative teaching, debriefing skills,
modeling, and feedback using reflective discussion skills. Mentors are also expected to
foster practices and procedures that support school refoim and the improvement of
student learning in respect to the requirement of NCLB (Cochran-Smith, 1991;
Feiman-Nemser, Parker, & Zeichner, 1993).
At this time, there is a need for assessment of the existing empirical research on
mentoring programs in order to determine the merits of the program and the conclusion
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that can be drawn from the data. A number of useful reviews of theory, research, and
policy on mentoring program have been published (Arenas & Rigazio-DiGilio, 2000;
Feiman-Nemser et al., 1999; Fideler & Haselkorn, 1999; Ganser, 2002; Gold, 1999;
Hegstad, 1999; Holloway, 2001; Scherer, 1999; Serpell & Bozeman, 1999; Wang &
Odell, 2002). Yet, there has been no comprehensive and critical review of existing
empirical studies on the mentoring programs (Ingersoll, 2003).
Some suggestions and recommendations should include:
1. Mentoring programs need to be considered staff development programs for
two reasons: first, a way of helping proteges (novice teachers) enter the
profession with a less stressful transition period, and, secondly, it gives
veteran teachers an opportunity to reexamine their own professional beliefs
and practices.
2. The focus of the mentoring program should be the protege’s classroom
techniques. Mentors should be selected on their ability to model good
classroom management skills and their willingness to work with proteges in
this area.
3. The mentor-protege relationship should be task-oriented and focused. The
focus of the relationship needs to be determined through communication
between the mentor and protege concerning the goals established by both of
them.
4. A professional development program that addresses the needs of the
participants needs to be established.

36

5. It is important that the help and feedback provided by the mentor is clearly
differentiated from any type of evaluation. The openness and trust between
the two participants is jeopardized when the mentor is responsible for the
formal evaluation process.
McREL Report
The U.S. Department of Education awarded the North Dakota Governor’s Office
and Educational Standards and Practices Board (ESBP) a three year grant for Teacher
Quality Enhancement (TQE). The three pronged focus of the grant was to strengthen
teacher standards; improve teacher recruitment and retention through the use of a
mentoring program; and design, implement, and evaluate a portfolio-based assessment
tool for teachers. Mid-continent Research for Education and Learning (McREL) is the
agency providing the external evaluation for the Teacher Quality Enhancement Grant
(Kadel & Moore, 2006). McREL will be charged with collecting and analyzing all data
gathered by the North Dakota Teacher Mentoring Program. McREL will generate a final
report concerning the activities of the teachers participating in the NDTMP.
The information presented focuses on the second prong or goal of improving
teacher recruitment and retention through the use of a mentoring program.
Mentoring programs are implemented to assist proteges overcome the obstacles
placed before them in a new environment. Mentoring programs team proteges with
experienced teachers in an effort to ease the transition from college training to work
setting (Kadel & Moore, 2006).
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Figure 3 shows the participation rate during a three year cycle of the TQE Grant.
2003-04

2004-05

2005-06

Mentors

153*

200

220

Proteges

133

219

237

*20 mentors were not assigned a protege. (Kadel & Moore, 2006, p. 27)
Fi gure 3. Mentor Participation Rate Over the Three-year Cycle of the Original Grant.
The North Dakota Teacher Mentoring Log was used to document the mentoring
activities each month and is submitted to the North Dakota Teacher Mentoring
Coordinator on the 7th of each month. The coordinator then enters the detailed
information into the mentoring program database (Kadel & Moore, 2006).
The mentoring logs were designed to submit multiple entries. McREL took a
sample of 330 log forms. Of the 330 forms, 1,531 entries were submitted or an average
of 4.6 mentoring activities per month. The total length of time spent between a mentor
and protege ranged from 30 minutes to 15 hours. Of the 1,531 entries, 1,296 were
designated as meeting one of the five goals (class observation, group meeting,
one-on-one, parent conference, other) listed on the mentoring form. The breakdown is as
follows:
Class Observation

Group Meeting

33.1%

57.6%

One-on-one
302.9%

Parent Conference
6.4%

Other
16.7%

*multiple responses on logs shows sums greater than 100%. (Kadel & Moore, 2006,
p. 59).
Figure 4. Percentages of Responses to the Goals Listed on the North Dakota Teacher
Mentoring Log.
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Written comments were also tabulated. It became apparent after 30 randomly
selected mentor logs that the comments became redundant. The comments were
categorized in the following themes:
*

Advising on student prep (graduation requirements, discipline, etc.)

*

Observing/mentoring/coaching

*

Planning instructional strategies

® Preparing lessons (Kadel & Moore, 2006).
The suggestions for changes or improvement centered around having enough time
for mentor and protege to meet. The overall consensus of the mentoring program was
very supportive and that it is a worthwhile experience. A few noted that the changes in
the criteria for the documenting process became confusing and frustrating.
The participants were given an opportunity to comment on their teacher
preparation experience. Several noted that the higher education experience did not
adequately prepare them to deal with the daily classroom experience, particularly in
reference to social issues, cultural differences, and classroom management (Kadel &
Moore, 2006). Comments included:
I had a great first year o f teaching, and I learned more in this one year than 1 did
in college and student teaching combined. Nothing compares to what you learn
throughout your first year. (Kadel & Moore, 2006, p. 93)
University programs preparing future teachers need to be more realistic. Theory
has its place, but upcoming teachers need more than theory to prepare them for
the environment they are about to become a part o f (Kadel & Moore, 2006,
p. 93)
The recommendations brought forth from the McREL Evaluation Report are as
follows:
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1. It is important to pair mentors and proteges in content area, grade level, and
geographic location.
2. Streamline the documentation process and overall implementation of the
program - time is an obstacle.
3. Support from administrators is eminent for the success of the program
(Kadel & Moore, 2006).
The McREL Teacher Quality Enhancement Evaluation Report can be found in its
entirety at http://www.mcrel.org. The report was written by Robert Kadel, Ph.D., and
Laurie Moore, MPH.
McREL was able to share only generic information concerning the North Dakota
Teacher Mentoring Program. Information concerning gender, institution where degree
was received, and any other personal data could not be accessed for this study due to the
privacy act.
Summary
The development of teacher mentoring programs has become the focus of many
school districts in the last years. Transition from the teacher preparation program to the
classroom has been documented as a difficult process for many novice teachers.
Problems range from frustration to depletion of self-esteem.
NCLB has played an influential role in the re-energized focus on the development
of mentoring programs. The law requirement of highly qualified teachers has brought a
new focus to the educational system. The higher education institutions are looking to the
public school systems to fill the void between the college preparation experience and the
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entry into the workplace. Mentoring programs have become the tool for an effective
transition.
A description of the methodology used to conduct this study, including the
purpose, the population studied, the instruments used to collect data, the process of data
collection, and the methods used for data analysis, is provided in Chapter III. Chapter IV
contains statistical analysis of the data gathered from the survey and the North Dakota
Teacher Mentoring Log. Chapter V includes the summary, limitations, and discussion of
the findings as well as conclusions and recommendations for mentoring practices and
further studies.
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CHAPTER III
METHODOLGY
This chapter contains the purpose of the study, the research questions, data
collection including the population studied, the instruments used to collect the data, and
the collection process, as well as analysis of the data.
Purpose of the Study
The purpose of this study was to assess the frequencies and percentages of the
mentoring sessions of the participants of the North Dakota Teacher Mentoring Program
(NDTMP). A secondary purpose was to determine the perceptions of the proteges
regarding their overall professional skill improvement as a teacher due to their experience
in the NDTMP. The results of this study may serve as an indicator of need for a change
in the teacher preparation curriculum and/or the need for more orientation and
professional development at the specific school site level.
Research Questions
1. What is the frequency and percentage of the mentoring activities directed at
the achievement of the professional development goal, reflection/assessment
goal, demonstration/modeling goal, assistance/support goal, social/personal
goal, and/or other?
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2. What is the frequency and percentage of the mentoring activities focused on
subject matter, pedagogy, class management, administrative tasks,
social/personal relationships, or other?
3.

What is the frequency and percentage of time spent on one-on-one activities,
class observation, group meetings, parent conferences, or other?

4. What are the perceptions of the proteges regarding their professional progress
as a result of their participation in the NDTMP, and do their perceptions vary
based on gender and institution where they earned their bachelor’s degree?
Sample
The population of the study was limited to the approximately 200 certified
teachers in North Dakota who were a part of the North Dakota Teacher Mentoring
Program during the 2005-2006 academic school year. The criteria used to be selected as
a protege included teaching in a new area. New is defined as being in your first three
years of teaching in that specific area. Area is defined as content area, school building,
grade level, or anything that is new within the last three years.
The application data included personal information concerning each mentor and
protege. The information included name, address, social security number, email address,
and signature of supervising school official to ensure the individual school system was
aware o f the mentoring process and the specifics of the mentoring program. This form
was sent directly to the North Dakota State Mentoring Coordinator. This form was
necessary to ensure that both mentor and protege meet the requirements of each
individual position.
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The mentoring log was used on a monthly basis to document the mentoring
process. This form includes information concerning the date the mentoring session took
place, the type of activity (procedure) used during the mentoring session, amount of time
spent on each individual mentoring session, the goal of the mentoring session, the focus
(domain and component as defined by Charlotte Danielson’s book Enhancing
Professional Practice a Framework for Teaching), and any individual comments the
mentor may have wanted to record. This form was revised in January during the
academic year of 2005-2006. A change was made in how the focus and goals met
categories were reported. Both mentoring log forms are included in the appendices. This
form was sent directly to the Coordinator by the 7th of each month - September through
May.
Due to the general standing a typical mentor holds in his/her specific school
system, a mentor is usually called upon by many colleagues for advice and direction.
The North Dakota Teacher Mentoring P* gram realized the importance of documenting
the total time the mentors would devote to this program, not only with the protege but
with the entire school community; a form documenting the in-kind contributions was
submitted to the coordinator on a monthly basis. This form included name, social
security number, address, phone number, signature, and number of hours spent on the
Teacher Quality Initiative (mentoring program).
Instrument/Survey Description/Design
The fourth set of data information was gathered through a survey of the proteges
of the NDTMP. This presented the perceptions of the proteges’ experience while
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participating in the North Dakota Teacher Mentoring Program. The researcher created a
13 question survey.
The researcher and the researcher’s faculty advisor used the review of the
literature and the researcher’s experience as a participant in the North Dakota Teacher
Mentor ing Program as the foundation for the development of the survey questions. The
questions were then reviewed by the faculty advisory committee. The survey was
developed using the guidelines established by the University Graduate School and the
University Institutional Review Board, which assigned project number 200701-194.
The survey participants were informed of their rights in relationship to the survey
by a cover letter (email) that served as a consent to participate form (Appendix J).
The survey was administered through the Internet survey software program,
Survey Monkey, to ensure confidentiality and security concerns were met. The
participants were given 10 days to respond to the initial survey. A second email survey
was sent due to the low number of responses to the first mailing.
Due to the low response to the email distribution, a second email was sent to each
protege. When that did not produce a significant increase in responses, EduTech was
contacted regarding removal of filters to determine if the proteges were getting the
emails. EduTech could not accommodate the researcher without the NDTMP
Coordinator’s permission. The NDTMP Coordinator could not be reached; therefore,
nothing could be done to transmit the email survey. A postal delivery was not attempted
due to kick of personal addresses.
The survey questions 1 through 6 addressed personal information; 7 through 11
addressed the five major categories found on the NDTML: subject content, pedagogy,
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classroom management skills, administrative tasks, and social/personal skills. Questions
12 and 13 addressed the overall experience of the protege in the NDTMP. Question 13
was an open-ended question so that the participants could express their own opinions
about their participation in the NDTMP.
Data Collection
Data collected included information from the participating teachers in the
2005-2006 North Dakota Teacher Mentoring Program. The set of participants included
teachers from across the entire state of North Dakota. To be selected as a part of this
program, the following criteria must be met:
•

Desire to develop a mentoring relationship;

•

Commitment to professional growth;

•

Uses best practices, experienced and competent;

•

Follows North Dakota content standards;

•

Understands learning styles;

•

Knows where and how to find resources and strategies;

® Understands confidentiality;
® Energetic; and
•

Knows the culture of the school system (Marcusen, 2005).

The mentoring data were collected on a monthly basis. The data for this study
accumulated over the nine month academic school year of 2005-2006. There are three
mentoring log forms used to collect the data. They are the North Dakota Teacher
Mentoring Log (September-December), Revised North Dakota Teacher Mentoring Log
(January-May), and the Teacher Quality Grant In-Kind Match form. The North Dakota
46

Teacher Mentoring Log (NDTML) form was revised in order to be more specific
concerning the focus of the mentoring session.
The categories on the original form included date; activity (sub-categories:
one-on-one, class observation, group meeting, parent conference, other); duration; goal
(sub-categories: professional development, reflection/assessment,
demonstration/modeling, assistance/support, other); focus (sub-categories: subject
content, pedagogy, class management, administrative tasks, social/personal, other); goals
of activity met (sub-categories: not at all, slightly, somewhat, mostly, completely, other
outcomes); and comment/action items (Appendix C).
The revised form included the same as above but the category of focus no longer
had sub-categories, the category of goals of activity met was deleted completely, and the
comment/action items category became simply comments (Appendix D).
McREL provided the NDTML information to the researcher on a computer disk
with all personal information removed. As a result, it was not possible to link gender and
the institution where the proteges received their bachelor’s degree to the entries that were
made on the mentoring logs by the mentors and proteges.
The Teacher Quality Grant In-Kind Match form included personal information
concerning the mentor. The requested information included name, social security
number, mailing address, telephone number, hours spent on Teacher Quality Initiative,
monthly gross salary, and total (Appendix I).
Data Analysis
The data were analyzed using the services of the Bureau of Educational Services
and App lied Research at the University of North Dakota, Grand Forks, North Dakota.
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The statistical software program used to analyze the data was the Statistical Package for
the Social Sciences (SPSS). The frequencies and percentages were used to compare and
analyze the two variables of gender and institution where the participants earned their
bachelor’s degree. The NDTML provided data on the duration and frequency of each
mentoring session. This information was traced back to the institution of degree to show
the relationship between teacher preparation program and mentoring need.
Each of the two variables was analyzed to indicate any possible trends. The final
report gave a complete statistical summary of the results of the SPSS findings. The
quantitative analysis of the North Dakota Teacher Mentoring Logs and the survey
distributed through Survey Monkey presented information to support the need to continue
a mentoring program in the state of North Dakota.
The data from this study were used to determine the relationship between mentor
and protege, the satisfaction of participation in the mentoring program during the
academic school year of 2005-2006, and the desire to continue the program in the future.
This chapter includes a general statistical analysis of the data gathered th rough the
researcher’s generated survey and North Dakota Teacher Mentoring Logs. The data
analysis was completed under the supervision of Dr. Richard Landry of the University of
North Dakota. The Statistical Package for the Social Sciences (SPSS) was used to run
the statistical tests.
The study sample consisted of the proteges who participated in the North Dakota
Teacher Mentoring Program for the academic school year of 2005-2006. An email
survey was sent to all proteges via Survey Monkey. The response rate was minimal; with
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only 96 people answering the survey itself, 27 of those responding declined to complete
the survey.
The survey contained 13 questions. Questions 1 through 6 focused on the
demographics o f the individual proteges. Questions 7 through 13 concentrated on the
North Dakota Teacher Mentoring Program itself. Question 13 was an open-ended
question to give the protege an opportunity to voice an opinion concerning his/her
participation in the program.
Summary
The focus of the study was the North Dakota Teacher Mentoring Log using the
two variables of gender and institution of degree during the academic year of 2005-2006.
The NDTML contained the categories of date, activity, duration, goal, focus, goals of
activity met, and comments. The individual NDTMLs were submitted to and verified by
the coordinator on a monthly basis.
Chapter III has provided information concerning the population of the study, data
collection, and data analysis. Chapter IV will contain the results of the data analysis in a
narrative form. Chapter V will provide a synopsis of the study, the discussion of the
study, and the conclusions and recommendations of the study based on the results of the
data analysis.
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CHAPTER IV
ANALYSIS OF DATA
The data used to analyze the effects of the North Dakota Teacher Mentoring
Program (NDTMP) as perceived by the proteges during the 2005-2006 school year are
presented in this chapter. In addition, the data used to determine frequencies and
percentages of mentoring activities directed at professional development goals, the
reflection and assessment goals, the demonstration and modeling goals, the assistance
and support goals, and the social and personal goals are reflected in this chapter. The
mentoring activities focusing on subject matter, pedagogy, class management,
administrative tasks, and social and personal relationships also are presented in this
chapter. The data are presented in tabular and narrative form.
Survey Results
The frequencies and percentages regarding the gender makeup of the participants
in the NDTMP are found in Table 1.
Table 1. Frequencies and Percentages Regarding the Gender of Proteges Participating in
the North Dakota Teacher Mentoring Program in 2005-2006 (N=67).

Gender

N

%

Male
Female

15
52

22.4
77.6
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There were 67 participants who responded to the question regarding gender. Of
the 67 respondents, 52 or 77.6% were female and 15 or 22.4% were male.
Table 2 contains the resi Its of the survey question regarding the total years of
experience each participant had in the classroom. There were 67 responses to this
question that indicated that the highest frequencies and percentages were for those
teachers who had total years of experience of less than 6 years.
Table 2. Frequencies and Percentages Regarding Total Years of Experience of Proteges
Participating in the North Dakota Teacher Mentoring Program During the 2005-2006
School Year (N=67).

Total Years of
Classroom Experience

N

%

0-5 years
6-10 years
11-15 years
16-20 years
21-25 years
More than 25 years

55
5
1
2
2
2

82.1
7.5
1.5
3.0
3.0
3.0

Of the 67 respondents, 55 or 82.1% reported that they had from 0 to 5 years of
total classroom experience. Only 5 or 7.5% reported that they had 6 to 10 years total
experience, while there was only 1 who reported 11 to 15 years total experience. There
were 6 respondents with 16 or more years of experience in the classroom.
Table 3 contains the results of the survey question regarding years of experience
in current school. There were 67 responses to this question that indicated that the highest
frequencies and percentages were for those teachers who had total years of experience of
less than 6 years.
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Table 3. Frequencies and Percentages Regarding Years of Experience in Your Current
School o f Proteges Participating in the North Dakota Teacher Mentoring Program During
the 2005-2006 School Year (N=67).

Total Years of Experience
in Current School

N

%

0-5 years
6-10 years
11-15 years
16-20 years
21-25 years
More than 25 years

64
0
1
2
0
0

95.5
0.0
1.5
3.0
0.0
0.0

O f the 67 respondents, 64 or 95.5% reported that they had from 0 to 5 years total
experience in their current school. Only 1 or 1.5% reported that they had 11 to 15 years
total experience in their current school. There were 2 or 3.0% who reported 16 to 20
years total experience in their current school. No respondents to this survey had more
than 20 years o f total experience in their current school.
Table 4 contains the results of the survey question regarding the type of school
you are employed by. There were 63 respondents to this question that indicated that the
highest frequencies and percentages were for those teachers teaching in a school system
ofK-12.
Of the 63 respondents, 36 or 57.1% reported that they were employed by a school
system serving K-12. Only 7 or 11.1% reported that they were employed by a school
system serving K-8, while 20 or 31.7% reported being employed by a school system
serving K-6. Four people responding to the survey did not answer this question.
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Table 4. Frequencies and Percentages Regarding the Type of School They Are
Employed by of Proteges Participating in the North Dakota Teacher Mentoring Program
During the 2005-2006 School Year (N=63).

Type of School
You Are Employed By

N

%

K-12
K-8
K-6

36
7
20

57.1
11.1
31.7

Table 5 contains the results of the survey question regarding the current
enrollment of your school building. There were 67 responses to this question that
indicated that the highest frequencies and percentages were for schools with more than
350 students.
Table 5. Frequencies and Percentages Regarding the Current Total Enrollment of Your
School for the Proteges Participating in the North Dakota Teacher Mentoring Program
During the 2005-2006 School Year (N=67).

Less than 51
51-150
151-350
More than 350

%

N

Current Total Enrollment

1.5

1
14.9

10
25
31

37.3
46.3

Of the 67 respondents, only 1 or 1.5% taught in a school with less than 51
students. Another 10 or 14.9% reported working with 51-150 students per building. A
response rate of 25 or 37.3% selected the 151-350 category, leaving 31 or 46.3% for the
more than 350 selection.
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Table 6 contains the results of the survey question regarding wnere the bachelor’s
degree was earned. There were 67 respondents to this question that indicated that the
highest frequencies and percentages were shared by three selections: University of North
Dakota, University of Mary, and other. Each selection received 11 or 16.4%. Dickinson
State University and Minot State University each received 8 or 11.9%, and Valley City
State University received 6 or 9.0% of the responses. Mayville State University and
North Dakota State University each received 5 or 7.5% of the responses. Jamestown
College received 2 or 3% of the responses.
Table 6. Frequencies and Percentages Regarding Where You Received Your Bachelor’s
Degree for the Proteges Participating in the North Dakota Teacher Mentoring Program
During the 2005-2006 School Year (N=67).

Where Bachelor’s Degree
Was Earned

N

%

Dickinson State University
Valley City State University
Minot State University
Mayville State University
North Dakota State University
University o f North Dakota
University o f Mary
Jamestown College
Other

8
6
8
5
5
11
11
2
11

11.9
9.0
11.9
7.5
7.5
16.4
16.4
3.0
16.4

Survey questions 7 through 13 addressed the individual protege’s perception of
participation in the North Dakota Teacher Mentoring Program. Table 7 contains the
results o f the survey question regarding improved subject content knowledge. There
were 67 responses to this question that indicated that the highest frequencies and
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percentages were for the response agree, participation in the NDTMP during the 20052006 school year did improve subject content knowledge.
Table 7. Frequencies and Percentages Regarding Improved Subject Content Knowledge
Experienced by Proteges Participating in the North Dakota Teacher Mentoring Program
During the 2005-2006 School Year (N=67).

Improved Subject
Content Knowledge

N

%

Strongly Disagree
Disagree
Agree
Strongly Agree
No Basis to Answer

7
22
24
12
1

10.6
33.3
36.4
18.2
1.5

Of the 66 respondents, 7 or 10.6% strongly disagree and 22 or 33.3% disagree
that they improved in subject content knowledge due to participation in the NDTMP
during the 2005-2006 school year. Of the remaining 37 respondents, 24 or 36.4% agree
and 12 or 18.2% strongly agree that they improved in subject content knowledge due to
participation in the NDTMP during the 2005-2006 school year. One respondent or 1.5%
selected no basis to answer.
Table 8 contains the results of the survey question regarding improved pedagogy
skills. There were 66 responses to this question that indicated that the highest
frequencies and percentages were for the response agree, participation in the NDTMP
during the 2005-2006 school year improved pedagogy skills.
O f the 66 respondents, 1 or 1.5% reported that they strongly disagree and 8 or
12.1% reported that they disagree that pedagogy skills were improved by
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Table 8. Frequencies and Percentages Regarding Improved Pedagogy Skills by Proteges
Participating in the North Dakota Teacher Mentoring Program During the 2005-2006
School Year (N=66).

Improved Pedagogy Skills

N

%

Strongly Disagree
Disagree
Agree
Strongly Agree
No Basis to Answer

1
8
44
12
1

1.5
12.1
66.7
18.2
1.5

participating in the NDTMP during the 2005-2006 school year. O f the remaining 57, 44
or 66.7% selected agree, with another 12 or 18.2% strongly agreeing that pedagogy skills
were improved by participating in the NDTMP during the 2005-2006 school year. One
respondent or 1.5% selected no basis to answer. One respondent did not answer this
question.
Table 9 contains the results of the survey question regarding improved classroom
management skills. There were 65 respondents to this question that indicated that the
highest frequencies and percentages were for the response agree, participation in the
NDTMP during the 2005-2006 school year did improve classroom management skills.
Of the 65 respondents, 2 or 2.0% reported that they strongly disagree, and 9 or
13.8% reported that they disagree that their classroom management skills improved
during their participation in the NDTMP during the 2005-2006 school year. Of the
remaining 54 respondents, 31 or 47.7% reported that they agree, with another 18 or
27.7% reporting strongly agree that their classroom management skills improved during
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their participation in the NDTMP during the 2005-2006 school year. Five or 7.7%
selected no basis to answer. Two respondents did not answer this question.
Table 9. Frequencies and Percentages Regarding Improved Classroom Management
Skills of the Proteges Participating in the North Dakota Teacher Mentoring Program
During the 2005-2006 School Year (N=65).

Improved Classroom
Management Skills

N

%

Strongly Disagree
Disagree
Agree
Strongly Agree
No Basis to Answer

2
9
31
18
5

2.0
13.8
47.7
27.7
7.7

Taible 10 contains the results of the survey question regarding the improvement of
administrative task skills. There were 65 respondents to this question that indicated that
the highest frequencies and percentages were for the response agree, participation in the
NDTMP during the 2005-2006 school year improved their administrative task skills.
Table 10. Frequencies and Percentages Regarding the Improvement of Administrative
Tasks Skills o f Protdgds Participating in the North Dakota Teacher Mentoring Program
During the 2005-2006 School Year (N=65).

Improved Administrative
Tasks Skills

N

%

Strongly Disagree
Disagree
Agree
Strongly Agree
No Basis to Answer

3
10
33
11
8

4.6
15.4
50.8
16.9
12.3
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Of the 65 respondents, 3 or 4.6% reported strongly disagree and 10 or 15.4%
reported disagree to improving their administrative tasks skills during their participation
in the NDTMP during the 2005-2006 school year. Of the remaining 52 respondents, 33
or 50.8% reported agree and another 11 or 16.9% reported strongly agree to the
improvement o f their administrative tasks skills. Eight or 12.3% of the respondents
selected no basis to answer. Two respondents did not answer this question.
Table 11 contains the results of the survey question regarding the improvement of
social/personal skills. There were 65 responses to this question that indicated that the
highest frequencies and percentages were for the response agree, participation in the
NDTMP during the 2005-2006 school year did improve their social/personal skills.
Table 11. Frequencies and Percentages Regarding the Improvement of Social/Personal
Skills of Proteges Participating in the North Dakota Teacher Mentoring Program During
the 2005-2006 School Year (N=65).

Improved Social/Personal
Skills

N

%

Strongly Disagree
Disagree
Agree
Strongly Agree
No Basis to Answer

0
11
35
18
1

0.0
16.9
53.8
27.7
1.5

O f the 65 respondents, 11 or 16.9% disagree that participation in the NDTMP
during the 2005-2006 school year improved their social/personal skills. Of the remaining
54 respondents, 35 or 53.8% reported agree and 18 or 27.7% reported strongly agree,
participation in the NDTMP during the 2005-2006 school year did improve their
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social/personal skills. One respondent or 1.5% selected no basis to answer. Two
respondents did not answer this question.
Table 12 contains the results of the survey question regarding participation in the
NDTMP as a positive experience. There were 65 responses to this question that indicated
that the highest Frequencies and percentages was strongly agree, participation in the
NDTMP during the 2005-2006 school year was appositive experience for the
participation protege.
Table 12. Frequencies and Percentages Regarding Participation in the North Dakota
Teacher Mentoring Program as a Positive Experience for the Proteges During the
2005-2006 School Year (N=66).

Participation as a
Positive Experience

N

%

Strongly Disagree
Disagree
Agree
Strongly Agree
No Basis to Answer

1
7
21
36
1

1.5
10.6
31.8
54.5
1.5

O f the 66 respondents, 1 or 1.5% strongly disagree and 7 or 10.6% disagree that
participation in the NDTMP during the 2005-2006 school year was a positive experience.
Of the remaining 57 respondents, 21 or 31.8% reported agree and 36 or 54.5% reported
strongly agree, participation in the NDTMP during the 2005-2006 school year was a
positive experience. One respondent or 1.5% selected no basis to answer. One
respondent did not answer this question.
The results of the survey question regarding your most valuable part of the
NDTMP was an open-ended question. The responses were generally positive with the
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common thread being the NDTMP was helpful when transitioning to a new building,
when being a new teacher, experienced or novice, in a new district, giving positive
support, and helping understand and navigate the political culture of the teaching
profession and working environment. The NDTMP gave its participants the opportunity
to network with other professionals experiencing the same pitfalls and successes.
The negative comments center around the lack of time for mentor-protege
meetings and having a mentor who taught in a different discipline. A complete list of all
the comments can be found in Appendix G.
North Dakota Teacher Mentoring Log Data
The monthly mentoring logs were used to collect data. An example of a North
Dakota Teacher Mentoring Log is as follows:

North Dakota Teacher Mentoring Log
Mentors must log each significant mentoring activity using the checklists provided. Please add comments
for each entry. Do not log staff meetings, committee meetings, department meetings, workshops, classes,
or in-service time. Logs must be received by Loris Marcusen, Mentoring Coordinator, by the 7th day o f
each successive month. Please send to Box 127, Taylor, ND 58656 or lmarcusen(a>state.nd. us.

M o n th ______________ Total Hours_______________ Mentor___________________________
Protegb _______ _______________ _

Date

□
□
□
□
□

Activity

Duration

Goal

Focus

(ch eck one)

.2 5 ,.5 ,.7 5

(check a ll that apply)

D om ain &
com pon en t

O n e -o n -o n e
C la s s o bservatio n
G ro u p m e e tin g
P a re n t c o n fe re n c e
O th e r (describe)

□
□
□
□
□

P rof, d ev e lo p m e n t
R e fle c tio n /a s s e s s m e n t
D em o n s tra tio n /m o d e lin g
A ssista n ce /s u p p o rt
S o c ia l/p e rs o n a l
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Explanation/Outcome

□ O n e -o n -o n e
□ C la s s
o bservatio n
□ G ro u p m e e tin g
□ P a re n t
c o n fe re n c e

□ P rof, d e v e lo p m e n t
□ R e fle c tio n /a s s e s s m e n t
□
D em o n s tra tio n /m o d e lin g
□ A ssista n ce /s u p p o rt
□ S o c ia l/p e rs o n a l

□ O th e r (describe)

Table 13 contains the results of the frequencies and percentages for the overall
activity category on the North Dakota Teacher Mentoring Log (NDTML). There were
682 mentoring log activity entries that indicated the highest frequencies and percentages
were one-on-one.
Tablel3. Frequencies and Percentages Regarding the Overall Entries to the Activity
Category on the North Dakota Teacher Mentoring Log as Documented by the Mentoring
Coordinator (N-682).

Activity

Frequency

Percent

Class Observation
Group Meeting
One-on-one
Parent Conference

66
89
511
16

9.7
13.0
74.9
2.3

Total

682

100.0

O f the 682 entries, 66 or 9.7% of the entries were class observation. Group
meeting received 89 or 13.0%. The most significant category, receiving 511 or 74.9%,
was one-on-one. Parent conference received 16 or 2.3%.
Table 14 contains the results of the frequencies and percentages for the overall
goal category on the NDTML. There were 682 mentoring log goal entries that indicated
the highest frequencies and percentages were assistance/support.
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Table 14. Frequencies and Percentages Regarding the Overall Entries to the Goal
Category on the North Dakota Teacher Mentoring Log as Documented by the Mentoring
Coordinator (N=682).
Goal

Frequency

Percent

Assistance/support
Demonstration/modeling
Professional Development
Reflection/assessment
Social/personal

288
44
152
160
38

42.2
6.5
22.3
23.5
5.6

Total

682

100.0

Of the 682 entries, 288 or 42.2% of the entries were assistance/support.
Demonstration/modeling received 44 or 6.5%. Professional development received 152 or
22.3%. Reflection/assessment received 160 or 23.5% of the entries. Social/personal
received 38 or 5.6% of the entries.
Educational Testing Service, Pathwise, and Introduction to a Framework for
Teaching, with the 4 domains and the 22 components within the four domains, are the
basis for the development of the NDTML. The domains are Domain 1 - Planning and
Preparation, Domain 2 - The Classroom Environment, Domain 3 - Instruction, and
Domain 4 - Professional Responsibilities. The components of each domain can be found
in Appendix F.
North Dakota Teacher Mentoring Log Entry Statistics
The data for this section are displayed in individual tables for each component of
the dom ain. A summary table of each of the domains is included for clarification
purposes.
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Table 15 contains the results of the frequencies and percentages for Domain
1 - Planning and Preparation, the focus of the mentoring meeting as listed on the
NDTML.
Table 15. Frequencies and Percentages Regarding Domain l - Planning and Preparation
as Selected by the Participating Proteges on the North Dakota Teacher Mentoring Log
and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

484
198

71.0
29.0

682

100.0

Domain 1 - Planning and Preparation
No
Yes
Total

O f the 682 entries, 484 or 71.0% of the entries were no, which means they did not
enter this domain as a focus of their mentoring meeting. The remaining 198 or 29.0% did
use Domain 1 as a focus for their mentoring meeting.
Table 16 contains the results of the frequencies and percentages for Domain
1 -- Planning and Preparation regarding Component la. Component la consists of
Demonstrating Knowledge of Content and Pedagogy - knowledge of content, knowledge
of prerequisite relationships, knowledge of content-related pedagogy - on the NDTML.
O f the 682 entries, 643 or 94.3% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 39 or 5.7%
did use Domain 1 - Planning and Preparation, Component la - Demonstrating
Knowledge of Content and Pedagogy as a focus for their mentoring meeting.
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Table 16. Frequencies and Percentages Regarding Domain 1 —Planning and Preparation,
Component la - Demonstrating Knowledge of Content and Pedagogy on the North
Dakota Teacher Mentoring Log as Selected by the Participating Proteges and
Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component la - Demonstrating
Knowledge of Content and Pedagogy
No
Yes

643
39

94.3
5.7

Total

682

100.0

Table 17 contains the results of the frequencies and percentages for Domain
1 - Planning and Preparation regarding Component lb. Component lb consists of
Demonstrating Knowledge of Students - knowledge of characteristics of age group,
knowledge of students’ varied approaches to learning, knowledge of students’ skills and
knowledge, knowledge of students’ interests and cultural heritage - on the NDTML.
Table 17. Frequencies and Percentages Regarding Domain 1 - Planning and Preparation,
Component lb - Demonstrating Knowledge of Students on the North Dakota Teacher
Mentoring Log as Selected by the Participating Proteges and Documented by the
Mentoring Coordinator (N=682).

Frequency

Percent

Component lb - Demonstrating
Knowledge of Students
No
Yes

628
54

92.1
7.9

Total

682

100.0
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Of the 682 entries, 628 or 92.1% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 54 or 7.9%
did use Domain 1, Component lb as a focus for their mentoring meeting.
Table 18 contains the results of the frequencies and percentages for Domain
1 - Planning and Preparation regarding Component lc. Component 1c consists of
Selecting Instructional Goals - value, clarity, suitability for diverse students, balance - on
the NDTML.
Table 18. Frequencies and Percentages Regarding Domain 1 - Planning and Preparation,
Component lc - Selecting Instructional Goals on the North Dakota Teacher Mentoring
Log as Selected by the Participating Proteges and Documented by the Mentoring
Coordinator (N=682).

Frequency

Percent

Component lc - Selecting Instructional Goals
No
Yes

642
40

94.1
5.9

Total

682

100.0

Of the 682 entries, 642 or 94.1% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 40 or 5.9%
did use Domain 1, Component lc as a focus for their mentoring meeting.
Table 19 contains the results of the frequencies and percentages for Domain
1 - Planning and Preparation regarding Component Id. Component Id consists of
Demonstrating Knowledge of Resources - resources for teaching, resources of
students - on the NDTML.
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Table 19. Frequencies and Percentages Regarding Domain 1 - Planning and Preparation,
Component Id - Demonstrating Knowledge of Resources on the North Dakota Teacher
Mentoring Log as Selected by the Participating Proteges and Documented by the
Mentoring Coordinator (N=632).

Frequency

Percent

Component: Id - Demonstrating Knowledge
of Resources
No
Yes

633
49

92.8
7.2

Total

682

100.0

Of the 682 entries, 633 or 92.8% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 49 or 7.2%
did use Domain 1, Component Id as a focus for their mentoring meeting.
Table 20 contains the results of the frequencies and percentages for Domain
1 - Planning and Preparation regarding Component le. Component le consists of
Designing Coherent Instruction - learning activities, instructional materials and
resources, instructional groups, lesson and unit structure - on the NDTML.
Of the 682 entries, 594 or 87.1% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 88 or 12.9%
did use Domain 1, Component le as a focus for their mentoring meeting.
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Table 20. Frequencies and Percentages Regarding Domain 1 - Planning and Preparation,
Component le - Designing Coherent Instruction on the North Dakota Teacher Mentoring
Log as Selected by the Participating Proteges and Documented by the Mentoring
Coordinator (N=682).

Frequency

Percent

Component le - Designing Coherent Instruction
No
Yes

594
88

87.1
12.9

Total

682

100.0

Table 21 contains the results of the frequencies and percentages for Domain
1 - Planning and Preparation regarding Component If. Component I f consists of
Assessing Student Learning - congruence with instructional goals, criteria and standards,
use for planning - on the NDTML.
Table 21. Frequencies and Percentages Regarding Domain 1 - Planning and Preparation,
Component I f - Assessing Student Learning on the North Dakota Teacher Mentoring
Log as Selected by the Participating Proteges and Documented by the Mentoring
Coordinator (N=682).

Frequency

Percent

Component I f - Assessing Student Learning
No
Yes

624
58

91.5
8.5

Total

682

100.0
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Of the 682 entries, 624 or 91.5% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 58 or 8.5%
did use Domain 1, Component I f as a focus for their mentoring meeting.
Table 22 is a summary table that displays all of the data that have been previously
displayed in Tables 15 through 21, in order to give the reader an overall view of the data
for comparison purposes.
Table 22. Frequencies and Percentages Regarding Domain 1 - Planning and Preparation,
Components la through I f on the Mentoring Logs as Selected by the Participating
Proteges and Documented by the Mentoring Coordinator.

Domain 1 - Planning and Preparation

Frequency

Percent

Component la

No
Yes

643
39

94.3
5.7

Component lb

No
Yes

628
54

92.1
7.9

Component 1c

No
Yes

642
40

94.1
5.9

Component Id

No
Yes

633
40

94.1
5.9

Component le

No
Yes

594
88

87.1
12.9

Comoonent If

No
Yes

624
58

91.5
8.5

682

100.0

Total
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Table 23 contains the results of the frequencies and percentages for Domain
2 - The Classroom Environment, the focus of the mentoring meeting as listed on the
NDTML.
Table 23. Frequencies and Percentages Regarding Domain 2 - The Classroom
Environment on the North Dakota Teacher Mentoring Log as Selected by the
Participating Proteges on the North Dakota Teacher Mentoring Log and Documented by
the Mentoring Coordinator (N=682).

Frequency

Percent

Domain 2 - The Classroom Environment
No
Yes

488
194

71.6
28.4

Total

682

100.0

Of the 682 entries, 488 or 71.6% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 194 or 28.4%
did use Domain 2 as a focus for their mentoring meeting.
Table 24 contains the results of the frequencies and percentages for Domain
2 - The Classroom Environment regarding Component 2a. Component 2a consists of
Creating an Environment of Respect and Rapport - teacher interaction with students,
student interaction - on the NDTML.
O f the 682 entries, 629 or 92.2% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 53 or 7.8%
did use Domain 2, Component 2a as a focus for their mentoring meeting.
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Table 24. Frequencies and Percentages Regarding Domain 2 —The Classroom
Environment, Component 2a —Creating an Environment of Respect and Rapport on the
North Dakota Teacher Mentoring Log as Selected by the Participating Proteges on the
North Dakota Teacher Mentoring Log and Documented by the Mentoring Coordinator
(N=682).

Frequency

Percent

Component 2a —Creating an Environment of
Respect and Rapport
No
Yes

629
53

92.2
7.8

Total

682

100.0

Table 25 contains the results of the frequencies and percentages for Domain
2 - The Classroom Environment regarding Component 2b. Component 2b consists of
Establishing a Culture for Learning - importance of content, student pride in work,
expectations for learning and achievement - on the NDTML.
Table 25. Frequencies and Percentages Regarding Domain 2 - The Classroom
Environment, Component 2b - Establishing a Culture for Learning on the North Dakota
Teacher Mentoring Log as Selected by the Participating Proteges on the North Dakota
Teacher Mentoring Log and Documented by the Mentoring Coordinator (N-682).

Frequency

Percent

Component 2b - Establishing a Culture
for Learning
No
Yes

652
30

95.6
4.4

Total

682

100.0
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Of the 682 entries, 652 or 95.6% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 30 or 4.4%
did use Domain 2, Component 2b as a focus for their mentoring meeting.
Table 26 contains the results of the frequencies and percentages for Domain
2 - The Classroom Environment regarding Component 2c. Component 2c consists of
Managing Classroom Procedures - management of instructional groups, management of
transitions, management of materials and supplies, performance of noninstructional
duties, supervision o f volunteers and paraprofessionals - on the NDTML.
Table 26. Frequencies and Percentages Regarding Domain 2 - The Classroom
Environment, Component 2c - Managing Classroom Procedures on the North Dakota
Teacher Mentoring Log as Selected by the Participating Proteges on the North Dakota
Teacher Mentoring Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 2c - Managing Classroom Procedures
No
Yes

615
67

90.2
9.8

Total

682

100.0

Of the 682 entries, 615 or 90.2% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 67 or 9.8%
did use Domain 2, Component 2c as a focus for their mentoring meeting.
Table 27 contains the results of the frequencies and percentages for Domain
2 - The Classroom Environment regarding Component 2d. Component 2d consists of
Managing Student Behavior —expectations, monitoring of student behavior, response to
student misbehavior —on the NDTML.
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Table 27. Frequencies and Percentages Regarding Domain 2 - The Classroom
Environment, Component 2d - Managing Student Behavior on the North Dakota Teacher
Mentoring Log as Selected by the Participating Proteges on the North Dakota Teacher
Mentoring Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 2d - Managing Student Behavior
No
Yes

587
95

86.1
13.9

Total

682

100.0

Of the 682 entries, 587 or 86.1% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 95 or 13.9%
did use Domain 2, Component 2d as a focus for their mentoring meeting.
Table 28 contains the results of the frequencies and percentages for Domain
2 - The Classroom Environment regarding Component 2e. Component 2e consists of
Organizing Physical Space - safety and arrangement of furniture, accessibility to learning
and use of physical resources - on the NDTML.
O f the 682 entries, 658 or 96.5% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 24 or 3.5%
did use Domain 2, Component 2e as a focus for their mentoring meeting.
Table 29 is a summary table that displays all of the data that have been previously
displayed in Tables 23 through 28, in order to give the reader an overall view of the data
for comparison purposes.
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Table 28. Frequencies and Percentages Regarding Domain 2 - The Classroom
Environment, Component 2e - Organizing Physical Space on the North Dakota Teacher
Mentoring Log as Selected by the Participating Proteges on the North Dakota Teacher
Mentoring Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 2e - Organizing Physical Space
No
Yes

658
24

96.5
3.5

Total

682

100.0

Table 29. Frequencies and Percentages Regarding Domain 2 - The Classroom
Environment, Components 2a through 2e on the Mentoring Logs as Selected by the
Participating Proteges and Documented by the Mentoring Coordinator.

Domain 2 - The Classroom Environment

Frequency

Percent

Component 2a

No
Yes

629
53

92.2
7.8

Component 2b

No
Yes

652
30

95.6
4.4

Component 2c

No
Yes

615
67

90.2
9.8

Component 2d

No
Yes

587
95

86.1
13.9

Component 2e

No
Yes

658
24

96.5
3.5

682

100.0

Total
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Table 30 contains the results of the frequencies and percentages for Domain
3 - Instruction, the focus of the mentoring meeting as listed on the NDTML.
Table 30. Frequencies and Percentages Regarding Domain 3 - Instruction on the North
Dakota Teacher Mentoring Log as Selected by the Participating Proteges on the North
Dakota Teacher Mentoring Log and Documented by the Mentoring Coordinator (N-682).

Frequency

Percent

Domain 3 - Instruction
No
Yes

571
111

83.7
16.3

Total

682

100.0

O f the 682 entries, 571 or 83.7% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 111 or 16.3%
did use Domain 3 as a focus for their mentoring meeting.
Table 31 contains the results of the frequencies and percentages for Domain
3 - Instruction regarding Component 3a. Component 3a consists of Communicating
Clearly and Accurately —directions and procedures, oral and written language - on the
NDTML.
Of the 682 entries, 648 or 95.0% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 34 or 5.0%
did use Domain 3, Component 3a as a focus for their mentoring meeting.
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Table 31. Frequencies and Percentages Regarding Domain 3 - Instruction, Component
3a - Communicating Clearly and Accurately on the North Dakota Teacher Mentoring
Log as Selected by the Participating Proteges on the North Dakota Teacher Mentoring
Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 3 a -- Communicating Clearly
and Accurately
No
Yes

648
34

95.0
5.0

Total

682

100.0

Table 32 contains the results of the frequencies and percentages for Domain
3 - Instruction regarding Component 3b. Component 3b consists of Using Questioning
and Discussion Techniques - quality of questions, discussion techniques, student
participation - on the NDTML.
Table 32. Frequencies and Percentages Regarding Domain 3 - Instruction, Component
3b - Using Questioning and Discussion Techniques on the North Dakota Teacher
Mentoring Log as Selected by the Participating Proteges on the North Dakota Teacher
Mentoring Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 3b - Using Questioning and
Discussion Techniques
No
Yes

647
35

94.9
5.1

Total

682

100.0
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O f the 682 entries, 647 or 94.9% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 35 or 5.1%
did use Domain 3, Component 3b as a focus for their mentoring meeting.
Table 33 contains the results of the frequencies and percentages for Domain
3 - Instruction regarding Component 3c. Component 3c consists of Engaging Students in
Learning - representation of content, activities and assignments, grouping of students,
instructional materials and resources, structure and pacing - on the NDTML.
Table 33. Frequencies and Percentages Regarding Domain 3 - Instruction, Component
3c - Engaging Students in Learning on the North Dakota Teacher Mentoring Log as
Selected by the Participating Proteges on the North Dakota Teacher Mentoring Log and
Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 3c - Engaging Students in Learning
No
Yes

617
65

90.5
9.5

Total

682

100.0

O f the 682 entries, 617 or 90.5% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 65 or 9.5%
did use Domain 3, Component 3c as a focus for their mentoring meeting.
Table 34 contains the results of the frequencies and percentages for Domain
3 - Instruction regarding Component 3d. Component 3d consists of Providing Feedback
to Students - quality: accurate, substantive, constructive, and specific; timeliness - on the
NDTML.
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Table 34. Frequencies and Percentages Regarding Domain 3 - Instruction, Component
3d - Providing Feedback to Students on the North Dakota Teacher Mentoring Log as
Selected by the Participating Proteges on the North Dakota Teacher Mentoring Log and
Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 3d - Providing Feedback to Students
No
Yes

657
25

96.3
3.7

Total

682

100.0

Of the 682 entries, 657 or 96.3% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 25 or 3.7%
did use Domain 3, Component 3d as a focus for their mentoring meeting.
Table 35 contains the results of the frequencies and percentages for Domain
3 - Instruction regarding Component 3e. Component 3e consists of Demonstrating
Flexibility and Responsiveness - lesson adjustment, response to students, persistence - on
the NDTML.
Table 35. Frequencies and Percentages Regarding Domain 3 - Instruction, Component
3e - Demonstrating Flexibility and Responsiveness on the North Dakota Teacher
Mentoring Log as Selected by the Participating Proteges on the North Dakota Teacher
Mentoring Log and Documented by the Mentoring Coordinator (N=:682).
Frequency

Percent

Component 3e - Demonstrating Flexibility
and Responsiveness
No
Yes

655
27

96.0
4.0

Total

682

100.0
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Of the 682 entries, 655 or 96.0% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 27 or 4.0%
did use Domain 3, Component 3e as a focus for their mentoring meeting.
Table 36 is a summary table that displays all of the data that have been previously
displayed in Tables 30 through 35, in order to give the reader an overall view of the data
for comparison purposes.
Table 36. Frequencies and Percentages Regarding Domain 3 - Instruction,
Components 3a through 3e on the Mentoring Logs as Selected by the
Participating Proteges and Documented by the Mentoring Coordinator.

Domain 3 - Instruction

Frequency

Percent

Component 3a

No
Yes

648
34

95.0
5.0

Component 3b

No
Yes

647
35

94.9
5.1

Component 3c

No
Yes

617
65

90.5
9.5

Component 3d

No
Yes

657
25

96.3
3.7

Component 3e

No
Yes

655
27

96.0
4.0

682

100.0

Total

78

Table 37 contains the results of the frequencies and percentages for Domain
4 - Professional Responsibilities, the focus of the mentoring meeting as listed on the
NDTML.
Table 37. Frequencies and Percentages Regarding Domain 4 - Professional
Responsibilities on the North Dakota Teacher Mentoring Log as Selected by the
Participating Proteges on the North Dakota Teacher Mentoring Log and Documented by
the Mentoring Coordinator (N=682).

Frequency

Percent

Domain 4 - Professional Responsibilities
No
Yes

342
340

50.1
49.9

Total

682

100.0

O f the 682 entries, 342 or 50.1% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 340 or 49.9%
did use Domain 4 as a focus for their mentoring meeting.
Table 38 contains the results of the frequencies and percentages for Domain
4 - Professional Responsibilities regarding Component 4a. Component 4a consists of
Reflecting on Teaching - accuracy, use in future teaching - on the NDTML.
O f the 682 entries, 594 or 87.1% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 88 or 12.9%
did use Domain 4, Component 4a as a focus for their mentoring meeting.
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Fable 38. Frequencies and Percentages Regarding Domain 4 - Professional
Responsibilities, Component 4a - Reflecting on Teaching on the North Dakota Teacher
Mentoring Log as Selected by the Participating Proteges on the North Dakota Teacher
Mentoring Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 4a - Reflecting on Teaching
No
Yes

594
88

87.1
12.9

Total

682

100.0

Table 39 contains the results of the frequencies and percentages for Domain
4 - Professional Responsibilities regarding Component 4b. Component 4b consist of
Maintaining Accurate Records - student completion of assignments, student progress in
learning, noninstructional records - on the NDTML.
Table 39. Frequencies and Percentages Regarding Domain 4 - Professional
Responsibilities, Component 4b - Maintaining Accurate Records on the North Dakota
Teacher Mentoring Log as Selected by the Participating Proteges on the North Dakota
Teacher Mentoring Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 4b - Maintaining Accurate Records
No
Yes

601
81

88.1
11.9

Total

682

100.0

80

O f the 682 entries, 601 or 88.1% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 81 or 11.9%
did use Domain 4, Component 4b as a focus for their mentoring meeting.
Table 40 contains the results of the frequencies and percentages for Domain
4 - Professional Responsibilities regarding Component 4c. Component 4c consists of
Communicating with Families - information about the instructional program, information
about individual students, engagement of families in the instructional program - on the
NDTML.
Table 40. Frequencies and Percentages Regarding Domain 4 - Professional
Responsibilities, Component 4c - Communicating with Families on the North Dakota
Teacher Mentoring Log as Selected by the Participating Proteges on the North Dakota
Teacher Mentoring Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 4c - Communicating with Families
No
Yes

597
85

87.5
12.5

Total

682

100.0

O f the 682 entries, 597 or 87.5% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 85 or 12.5%
did use Domain 4, Component 4c as a focus for their mentoring meeting.
Table 41 contains the results of the frequencies and percentages for Domain
4 - Professional Responsibilities regarding Component 4d. Component 4d consists of
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Contributing to the School and District - relationships with colleagues, service to the
school, participation in school and district projects - on the NDTML.
Table 41. Frequencies and Percentages Regarding Domain 4 - Professional
Responsibilities, Component 4d - Contributing to the School and District on the North
Dakota Teacher Mentoring Log as Selected by the Participating Proteges on the North
Dakota Teacher Mentoring Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 4d - Contributing to the School
and District
No
Yes

600
82

88.0
12.0

Total

682

100.0

O f the 682 entries, 600 or 88.0% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 82 or 12.0%
did use Domain 4, Component 4d as a focus for their mentoring meeting.
Table 42 contains the results of the frequencies and percentages for Domain
4 - Professional Responsibilities regarding Component 4e. Component 4e consists of
Growing and Developing Professionally - enhancement of content knowledge and
pedagogical skill, service to the profession - on the NDTML.
Of the 682 entries, 603 or 88.4% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 79 or 11.6%
did use Domain 4, Component 4e as a focus for their mentoring meeting.
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Table 42. Frequencies and Percentages Regarding Domain 4 - Professional
Responsibilities, Component 4e - Growing and Developing Professionally on the North
Dakota Teacher Mentoring Log as Selected by the Participating Proteges on the North
Dakota Teacher Mentoring Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 4e - Growing and Developing
Professionally
No
Yes

603
79

88.4
11.6

Total

682

100.0

Table 43 contains the results of the frequencies and percentages for Domain
4 - Professional Responsibilities regarding Component 4f. Component 4f consists of
Showing Professionalism - service to students, advocacy, decision making - on the
NDTML.
Table 43. Frequencies and Percentages Regarding Domain 4 - Professional
Responsibilities, Component 4f - Showing Professionalism on the Noith Dakota Teacher
Mentoring Log as Selected by the Participating Proteges on the North Dakota Teacher
Mentoring Log and Documented by the Mentoring Coordinator (N=682).

Frequency

Percent

Component 4f - Showing Professionalism
No
Yes

641
41

94.0
6.0

Total

682

100.0
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Of the 682 entries, 641 or 94.0% of the entries were no, which means they did not
enter this component as a focus of their mentoring meeting. The remaining 41 or 6.0%
did use Domain 4, Component 4f as a focus for their mentoring meeting.
Table 44 is a summary table that displays all of the data that have been previously
displayed in Tables 37 through 43, in order to give the reader an overall view of the data
for comparison purposes.
Table 44. Frequencies and Percentages Regarding Domain 4 - Professional
Responsibilities, Components 4a through 4f on the Mentoring Logs as Selected by the
Participating Proteges and Documented by the Mentoring Coordinator.

Domain 4 - Professional Responsibilities

Frequency

Percent

Component 4a

No
Yes

594
88

37.1
12.9

Component 4b

No
Yes

601
88

88.1
12.9

Component 4c

No
Yes

597
85

87.5
12.5

Component 4d

No
Yes

600
82

88.0
12.0

Component 4e

No
Yes

603
79

88.4
11.6

Component 4 f

No
Yes

641
41

94.0
6.0

682

100.0

Total

84

Mentoring Activities and Mentoring Goals Comparison Data
The data presented in this section is a result of the comparison of the mentoring
activities with the mentoring goals as documented on the individual mentoring logs
received by the North Dakota State Mentoring Coordinator on a monthly basis.
Table 45 contains the frequencies and percentages of the NDTML entries on the
mentoring logs made by the participants of the NDTMP during the 2005-2006 school
year regarding the goals and activities that were selected by proteges. There were a total
of 682 entries made to the mentoring log.
Table 45. Frequencies and Percentages Regarding the NDTML Entries for Activities and
Goals Selected by the Participating NDTMP Proteges During the 2005-2006 School Year
(N=682).
Goals
A ssistance/
Support

A ctivity

Dem onstration/
M odeling

Professional
D evelopm ent

R eflection/
A ssessm ent

S ocial/
Personal

Total

Class Observation
N
%

13
4.5

18
40.9

10
6.6

23
14.4

2
5.3

9.7

Group Meeting
N
%

19
6.6

1
2.3

48
31.6

11
6.9

10
26.3

89
13.0

245
85.1

22
50.0

94
61.8

126
78.8

24
63.2

511
74.9

11
3.8

3
6.8

0

0

%

0.0

0.0

2
5.3

16
2.3

N
%

288
100.0

44
100.0

152
100.0

160
100.0

38
100.0

682
100.0

One-on-one
N
%
Parent Conference
N

Total

The NDTML activity of class observation was selected by 13 or 4.5% regarding
the goal o f assistance/support, 18 or 40.9% selected the goal of demonstration/modeling,
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10 or 6.6% selected the goal of professional development, 23 or 14.4% selected the goal
of reflection/assessment, and 2 or 5.3% selected the goal of social/personal.
The NDTML activity of group meeting received 19 or 6.6% for the goal of
assistance/support, 1 or 2.3% for the goal demonstration/modeling, 48 or 31.6% for the
goal professional development, 11 or 6.9% for the goal reflection/assessment, and 10 or
26.3% for the goal social/personal.
The NDTML activity of one-on-one received 245 or 85.1% for the goal of
assistance/support, 22 or 50.0% for the goal demonstration/modeling, 94 or 61.8% for the
goal professional development, 126 or 78.8% for the goal reflection/assessment, and 24
or 63.2% for the goal social/personal.
The NDTML activity of parent conference received 11 or 3.8% for the goal of
assistance/support, 3 or 6.8% for Ihe goal demonstration/modeling, 0 or 0.0% for the goal
professional development, 0 or 0.0% for the goal reflection/assessment, and 2 or 5.3% for
the goal social/personal.
Comparisons Between Goals and the Four
Professional Practice Domains
Table 46 contains the frequencies and percentages of the NDTML entries on the
mentoring logs made by the participants of the NDTMP during the 2005-2006 school
year regarding the goals and Domain 1 - Planning and Preparation that were selected by
proteges. There were a total of 682 entries made to the mentoring log.
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Table 46. Frequencies and Percentages Regarding the NDTML Entries for Domain 1
and Goals Selected by the Participating NDTMP Proteges During the 2005-2006 School
Year (N=682).
Goal
Assistance/
Support

Demonstration/
Modeling

Professional
Development

Reflection/
Assessment

Social/
Personal

Total

Domain 1 —Planning and Preparation
No
N
%

194
67.4

27
61.4

106
69.7

123
76.9

34
89.5

484
71.0

N
%

94
32.6

17
38.6

46
30.3

37
23.1

4
10.5

198
29.0

Total
N
%

288
100.0

44
100.0

152
100.0

160
100.0

38
100.0

682
100.0

Yes

The mentors and proteges were given choices regarding goals for mentoring
meetings in Domain 1. Of the 682 entries on the mentoring logs, 484 or 71.0% of the
entries indicated that they did not address preparation and planning in their meetings,
whereas 198 or 29.0% did indicate that planning and preparation was a topic of their
meetings. In further analysis, the planning and preparation goal of assistance/support was
most frequently selected for discussion with 94 or 32.6%, and the least selected goal of
the planning and preparation domain was social/personal with only 4 or 10.5% selecting
this goal as a topic for discussion.
Table 47 contains the frequencies and percentages of the NDTML entries on the
mentoring logs made by the participants of the NDTMP during the 2005-2006 school
year regarding the goals in Domain 2 - The Classroom Environment that were selected
by proteges. There were a total of 682 entries made to the mentoring log.
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Table 47. Frequencies and Percentages Regarding the NDTML Entries for Domain 2 and
Goals Selected by the Participating NDTMP Proteges During the 2005-2006 School Year
(N=682).
Goal
Assistance/
Support

Demonstration/
Modeling

Professional
Development

Reflection/
Assessment

Social/
Personal

Total

Domain 2 -- Classroom Environment
No
N
%

190
66.0

25
56.8

122
80.3

118
73.8

33
86.8

488
71.6

N
%

98
34.0

19
43.2

30
19.7

42
26.3

5
13.2

194
28.4

Total
N
%

288
100.0

44
100.0

152
100.0

160
100.0

38
100.0

682
100.0

Yes

The mentors and proteges were given choices regarding goals for mentoring
meetings in Domain 2. Of the 682 entries on the mentoring logs, 488 or 71.6% of the
entries indicated that they did not address classroom environment in their meetings,
whereas 194 or 28.4% did indicate that classroom environment was a topic of their
meetings. In further analysis, the classroom management goal of assistance/support was
most frequently selected for discussion with 98 or 34.0%, and the least selected goal of
the classroom management domain was social/personal with only 5 or 13.2% selecting
this goal as a topic for discussion.
Table 48 contains the frequencies and percentages of the NDTML entries on the
mentoring logs made by the participants of the NDTMP during the 2005-2006 school
year regarding the goals in Domain 3 - Instruction that were selected by proteges. There
were a total o f 682 entries made to the mentoring log.
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Table 48. Frequencies and Percentages Regarding the NDTML Entries for Domain 3
and Goals Selected by the Participating NDTMP Proteges During the 2005-2006 School
Year (N=682).
Goal
Assistance/
Support

Demonstration/
Modeling

Professional
Development

Reflection/
Assessment

Social/
Personal

Total

Domain 3 - Instruction
No
N
%

251
87.2

32
72.7

128
84.2

124
77.5

36
84.7

571
83.7

N
%

37
12.8

12
27.3

24
15.8

36
22.5

2
5.3

16.3

Total
N
%

288
100.0

44
100.0

152
100.0

160
100.0

38
100.0

682
100.0

Yes

The mentors and proteges were given choices regarding goals for mentoring
meetings in Domain 3. Of the 682 entries on the mentoring logs, 571 or 83.7% of the
entries indicated that they did not address instruction in their meetings, whereas 111 or
16.3% did indicate that instruction was a topic of their meetings. In further analysis, the
instruction goal of assistance/support was most frequently selected for discussion with 37
or 12.8%, and the least selected goal of the instruction domain was social/personal with
only 2 or 5.3% selecting this goal as a topic for discussion.
Table 49 contains the frequencies and percentages of the NDTML entries on the
mentoring logs made by the participants of the NDTMP during the 2005-2006 school
year regarding the goals in Domain 4 - Professional Responsibilities that were selected
by proteges. There were a total of 682 entries made to the mentoring log.
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Table 49. Frequencies and Percentages Regarding the NDTML Entries for Domain 4 and
Goals Selected by the Participating NDTMP Proteges During the 2005-2006 School Year
(N=682).
Goal
Assistance/
Support

Demonstration/
Modeling

Professional
Development

Reflection/
Assessment

Social/
Personal

Total

Domain 4 - Professional Responsibilities
No
N
%

152
52.8

31
70.5

67
44.1

86
53.8

6
15.8

342
50.1

N
%

136
47.2

13
29.5

85
55.9

74
46.3

32
84.2

340
49.9

Total
N
%

288
100.0

44
100.0

152
100.0

160
100.0

38
100.0

682
100.0

Yes

The mentors and proteges were given choices regarding goals for mentoring
meetings in Domain 4. Of the 682 entries on the mentoring logs, 342 or 50.1% of the
entries indicated that they did not address professional responsibilities in their meetings,
whereas 340 or 49.9% did indicate that professional responsibilities was a topic of their
meetings. In further analysis, the professional responsibilities goal of assistance/support
was most frequently selected for discussion with 136 or 47.2%, and the least selected
goal of the professional responsibilities domain was demonstration/modeling with only
13 or 29.5% selecting this goal as a topic for discussion.
Comparisons Between Activities and the Domains
Table 50 contains the frequencies and percentages of the NDTML entries on the
mentoring logs made by the participants of the NDTMP during the 2005-2006 school
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year regarding the activities and Domain 1 - Planning and Preparation that were selected
by proteges. There were a total of 682 entries made to the mentoring log.
Table 50. Frequencies and Percentages Regarding the NDTML Entries for Domain 1 and
Activities Selected by the Participating NDTMP Proteges During the 2005-2006 School
Year (N=682).
Activities
Class
Observation

Group
Meeting

One-on
One

Parent
Conference

Total

Domain 1 -- Planning and Preparation
No
N
%

59
89.4

59
66.3

352
68.9

14
87.5

484
71.0

N
%

7
10.6

30
33.7

159
31.1

2
12.5

198
29.0

Total
N
%

66
100.0

89
100.0

511
100.0

16
100.0

682
100.0

Yes

The mentors and protegds were given choices regarding activities for mentoring
meetings in Domain 1. O f the 682 entries on the mentoring logs, 484 or 71.0% of the
entries indicated that they did not address planning and preparation in their meetings,
whereas 198 or 29.0% did indicate that planning and preparation was a topic of their
meetings. In further analysis, the planning and preparation activity of one-on-one was
most frequently selected for discussion with 159 or 31.1%, and the least selected activity
of the planning and preparation domain was parent conference with only 2 or 12.5%
selecting this activity as a topic for discussion.
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Table 51 contains the frequencies and percentages of the NDTML entries on the
mentoring logs made by the participants of the NDTMP during the 2005-2006 school
year regarding the activities and Domain 2 - The Classroom Environment that were
selected by proteges. There were a total of 682 entries made to the mentoring log.
Table 51. Frequencies and Percentages Regarding the NDTML Entries for Domain 2 and
Activities Selected by the Participating NDTMP Proteges During the 2005-2006 School
Year (N=682).
Activities
Class
Observation

Group
Meeting

One-on
One

Parent
Conference

Total

Domain 2 -- The Classroom Environment
No
N
%

28
42.4

76
85.4

369
72.2

15
83.8

488
71.6

N
%

38
57.6

13
14.6

142
27.8

1
6.3

194
28.4

Total
N
%

66
100.0

89
100.0

511
100.0

16
100.0

682
100.0

Yes

The mentors and proteges were given choices regarding activities for mentoring
meetings in Domain 2. Of the 682 entries on the mentoring logs, 488 or 71.6% of the
entries indicated that they did not address classroom environment in their meetings,
whereas 194 or 28.4% did indicate that classroom environment was a topic of their
meetings. In further analysis, the classroom environment activity of one-on-one was
most frequently selected for discussion with 142 or 27.8%, and the least selected activity
o f the classroom environment domain was parent conference with only 1 or 6.3%
selecting this activity as a topic for discussion,
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Table 52 contains the frequencies and percentages of the NDTML entries on the
mentoring logs made by the participants of the NDTMP during the 2005-2006 school
year regarding the activities and Domain 3 - Instruction that were selected by proteges.
There were a total of 682 entries made to the mentoring log.
Table 52. Frequencies and Percentages Regarding the NDTML Entries for Domain 3 and
Activities Selected by the Participating NDTMP Proteges During the 2005-2006 School
Year (N=682).
Activities
Class
Observation

Group
Meeting

One-on
One

Parent
Conference

Total

Domain 3 - Instruction
No
%

N

34
51.5

78
87.6

443
86.7

16
100.0

571
83.7

N
%

32
48.5

11
12.4

68
13.3

0
0.0

111
16.3

Total
N
%

66
100.0

89
100.0

511
100.0

16
100.0

682
100.0

Yes

The mentors and proteges were given choices regarding activities for mentoring
meetings in Domain 3. Of the 682 entries on the mentoring logs, 571 or 83.7% of the
entries indicated that they did not address instruction in their meetings, whereas 111 or
16.3% did indicate that instruction was a topic of their meetings. In further analysis, the
instruction activity of one-on-one was most frequently selected for discussion with 68 or
13.3%, and the least selected activity of the instruction domain was parent conference
with 0 or 0.0% selecting this activity as a topic for discussion.
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Table 53 contains the frequencies and percentages of the NDTML entries on the
mentoring logs made by the participants of the NDTMP during the 2005-2006 school
year regarding the activities and Domain 4 - Professional Responsibilities that were
selected by proteges. There were a total of 682 entries made to the mentoring log.
Table 53. Frequencies and Percentages Regarding the NDTML Entries for Domain 4 and
Activities Selected by the Participating NDTMP Proteges During the 2005-2006 School
Year (N=682).
Activities
Class
Observation

Group
Meeting

One-on
One

Parent
Conference

Total

Domain 4 - Professional Responsibilities
No
N
%

55
83.3

35
39.3

251
49.1

1
6.3

342
50.1

N
%

11
16.7

54
60.7

260
50.9

15
93.8

340
49.9

Total
N
%

66
100.0

89
100.0

511
100.0

16
100.0

682
100.0

Yes

The mentors and proteges were given choices regarding goals for mentoring
meetings in Domain 4. O f the 682 entries on the mentoring logs, 342 or 50.1% of the
entries indicated that they did not address professional responsibilities in their meetings,
whereas 340 or 49.9% did indicate that professional responsibilities was a topic of their
meetings. In further analysis, the professional responsibilities activity of one-on-one was
most frequently selected for discussion with 260 or 50.9%, and the least selected activity
o f the professional responsibilities domain was classroom observation with only 11 or
16.7% selecting this activity as a topic for discussion.
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The summary, discussion, limitations, and recommendations of the research study
are presented in Chapter V.
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CHAPTER V
SUMMARY, DISCUSSION/CONCLUSIONS, LIMITATIONS,
AND RECOMMENDATIONS
Chapter IV contained the statistical data regarding the North Dakota Teacher
Mentoring Log and the protege survey. Chapter V will include discussion/conclusions,
limitations, and recommendations for future study concerning mentoring as a state
initiative.
Summary
The purpose of this study was to examine the effects of the North Dakota Teacher
Mentoring Program on the participants, specifically the proteges of the program. There is
an enormous amount of research being conducted on the benefits of a structured
mentoring program. Because of the No Child Left Behind law, public opinion, social
norms, and socio-economic situation, to name a few, education has become the hotbed of
reform, putting teaching methods and teachers, themselves, in the eye of the camera for
formal and intense scrutiny.
The scrutiny is focused on one specific entity of education, the test scores or
making Annual Yearly Progress (AYP). In order to accomplish this task, everything
from the teachers themselves to the specific teaching methods they use in their classroom
is up for inspection. Research suggests that using a structured mentoring program for
novice teachers is a step in the right direction to help teachers become proficient in their

Current research suggests implementing a structured mentoring program can be
beneficial to all stakeholders. The criteria for a structured program include time for
protege-mentoring training, meeting, planning, and facilitation. Research strongly
suggests pairing a new teacher (protege) with an experienced, well respected teacher
(mentor) in the same content area will improve the educational professionalism of both
teachers.
The results of the survey of this study indicate an overwhelming positive reaction
to participation in the North Dakota Teacher Mentoring Program. This may be due to the
fact that a large number of the proteges were first year teachers and not experienced
teachers moving to a new area.
The entries from the North Dakota Teacher Mentoring Log were analyzed to
provide information concerning the mentoring goals, activities, and the focus of the
protege-mentor meetings. There were 682 mentoring log entries from the participating
members of the North Dakota Teacher Mentoring Program during the 2005-2006 school
year.
Discussion/Conclusions
The survey was sent to all participating proteges participating in the North Dakota
Teacher Mentoring Program during the 2005-2006 school year. The survey was
distributed to all participating proteges through email using Survey Monkey. A total of
220 surveys were sent with a total of 96 responding. Of those 96, 69 answered the survey
questions and 27 selected decline to answer the survey as their response. The low total
response may be due to the fact that the email addresses are generally school email
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addresses and the filters being implemented by the individual school district would not let
Survey Monkey be delivered.
The North Dakota Teacher Mentoring Log, which is based on Pathwise and
Introduction to a Framework fo r Teaching and the 4 domains with 22 components, was
used to analyze the protege-mentor meetings. There were 682 NDTML entries. From
those entries, analysis of the data gave the frequency and percentage of each of the
domains and its components being accessed by the protege and mentor for discussion at
their meeting.
Research Question One
What is the frequency and percentage of the mentoring activities directed at the
achievement of the professional development goal, reflection/assessment goal,
demonstration/modeling goal, assistance/support goal, social/personal goal, and/or other?
How do the frequency and percentage of mentoring activity choices based on the
five specific goal areas vary according to gender and institution of degree?
The data from Chapter IV provide evidence that of the 69 respondents, there were
approximately three times more females than males who participated in the survey. In
order to keep the survey respondents anonymous, it was impossible to match gender to
institution or any other of the survey questions.
The analysis of the NDTML showed that overall the category of
assistance/support was accessed more than twice any other category. This should be
expected when considering that more than three fourths of the respondents selected the
0-5 years o f experience response category. This fact would also address the North
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Dakota Teacher Mentoring Program goals to provide an effective transition into the
teaching profession.
Research Question Two
What is the frequency and percentage of the mentoring activities focused on
subject matter, pedagogy, class management, administrative tasks, social/personal
relationships, or other?
How do the frequency and percentage of mentoring activity choices based on the
five specific focus categories vary according to gender and institution where they earned
their bachelor’s degree?
There were two mentoring log forms for the 2005-2006 school year. The first
mentoring log form contained the three categories of goal, activity, and focus. Focus was
further divided into five sub-categories of subject matter, pedagogy, class management,
administrative tasks, social/personal relationships, and other. On the second mentoring
log form, this category became blank and the protege and mentor filled in the information
based on the Pathwise domains and components. This information was taken from the
data provided by McREL and has been collapsed into the tables found in Chapter IV.
Tables 16 through 43 address the information concerning the category focus.
Research Question Three
What is the frequency and percentage of time spent on one-on-one activities, class
observation, group meetings, parent conferences, or other?
How do the frequency and percentage of mentoring activity choices based on the
five specific time spent categories vary according to gender and institution where they
earned their bachelor’s degree?
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The analysis of the data gathered from the NDT'ML concluded that the category
of one-on-one received an amazing, domineering 75% of the respondents’ selection to
this survey question. The second selection was group meeting with only 13%. The
dominance of one-on-one allows you to presume that a protege needs a mentor for
guidance with the transition period between college class work and daily teaching duties.
The data from Chapter IV also reveal that, within the category of one-on-one, the
sub-category of assistance/support received 85% of the total one-on-one category. The
fact that the two categories that deal with individual needs completely overtook all other
categori es leads you to believe that the institution of degree is of little consequence when
looking at these categories and that, perhaps, this side of the teaching profession cannot
be taught in the college classroom. It may also suggest that a mentoring program is no
longer an option but a necessity to all school districts if we are at all concerned about the
novice teacher and the teaching profession itself.
Research Question Four
What are the perceptions of the proteges regarding their professional progress as a
result o f their participation in the NDTMP, and do their perceptions vary based on gender
and institution where they earned their bachelor’s degree?
More than 86% responded that participation in the North Dakota Teacher
Mentoring Program was a positive experience. Although many of the participants of the
North Dakota Teacher Mentoring Program during the 2005-2006 school year were new to
the profession, there were some teachers who had years of teaching experience but were
now in a new content area, school, or position. This fact needs to be considered when
looking at the overall percentage of positive responses to the participation in this
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program. It suggests that being a teacher means you are willing to learn and listen to
others in the teaching field to allow yourself to become better at your chosen profession.
This is an admiral quality not attributed to many professions.
Limitations
This study was limited to the participants of the NDTMP during the 2005-2006
school year. The state mentoring program was effective for two years previous to this
time. Although, I believe, the respondents to the survey and the analysis of the NDTML
reveal an accurate depiction of the entire program, it does reflect the experience of one
year’s experience.
There was some confusion during the school year as to what could be included on
the NDTML and what should be considered in-kind documentation. What was explained
at the mandatory mentoring conference at the beginning of the year soon became
misinformation as the year progressed. This caused major confusion and concern for
many participants, thus causing some activities to not be recorded or to be recorded
incorrectly and removed from the log by the coordinator.
The NDTML was revised during the middle of the school year to more accurately
reflect the components of the four domains, again causing confusion and
misdocumentation. Since the year 2005-2006 was the third year and final year of the
program, the mentoring log should h a 'e been finalized. Changing a form the last five
months o f a program cannot lead to a positive result.
The email addresses were taken from the coordinator’s database. Many of the
addresses were official school addresses that would not allow the Survey Monkey
information to be delivered because of the filters used by the school district. This could
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be attributed to the low response to the survey. EduTech was contacted but nothing could
be done without the program coordinator’s permission. The program coordinator was
unavailable.
Recommendations
The NDTMP was truly a successful program. The analysis of the research
unequivocally shows that the participants of the program had a positive experience. The
open-ended questions from the survey overwhelmingly proclaim the importance c f the
program to their individual school experience during the 2005-2006 school year.
Although the NDTMP experienced success, it was not structured in the way the
research advises. NDTMP allowed teachers to pick the protege they wanted to work
with, with little or no administrative influence, and there was no active intervention by
the coordinator during the school year except for the two group meeting opportunities.
Therefore, a structured mentoring program must be developed and implemented in every
school district in North Dakota. A structured mentoring program would involve pairing
teachers according to content area, building in time for protege-mentoring meetings and
planning, and a regular schedule with a coordinator to make sure things stay on track.
The gender of the proteges and the institution where they earned their bachelor’s
degree would be an extremely interesting piece of data to focus on and should receive
further study. Research has proven the learning strategies and styles are different for
male and female. This information could potentially change the college class work
offered at the institutions of higher learning in the state of North Dakota. It could also
give some insight into which teacher preparation program in the state of North Dakota is
proficient at its responsibility.
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The survey distributed through Survey Monkey brought many answers as well as
questions. One obvious question would be why did 27 proteges take the time to think
through the survey and decline to answer the questions? That is 28% of the total number
of respondents. That is a large enough group to consider using a focus group discussion
as to their experience with NDTMP. These 27 people must have an opinion that differs
from the norm and their insight could bring an entirely different perspective to the
procedures and policies of a new state mentoring program.
Other questions concerning these 27 people immediately come to mind: How
were they paired with their mentor? How many times did they meet with their mentor?
Was a professional relationship developed between the mentor and protege? Did they
attend the state mentoring meetings? How many years of experience did the mentor have
as compared to the protege? What was the level of administrative involvement? The
questions are endless but could all be answered quickly and truthfully through a simple
conversation with the proteges.
The tables found in Chapter IV show the need for a state mentoring program. The
fact that the one-on-one option was needed by the majority of proteges suggests that the
transition from college to classroom is more intense than we have given it credit. The
basic questions of how to manage a class or how to n~ eigate the political climate of the
school system require a mentoring structure, whether it be formal or informal, to be in
place if the protege has any hope of surviving. The tables in Chapter IV suggest teaching
is more than a transfer of knowledge. It is the entire realm of being human from
modeling acceptable behaviors to developing morals/social skills to finally getting to the
academics needed to pass a specific grade level.
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The NDTMP was an impressive force for three years for the school districts in the
state of North Dakota. The program has been terminated due to funding. North Dakota
teachers, institutions of higher learning, Department of Public Instruction, legislature, and
parents need to become aware o f the need for a mentoring program and demand its
reinstatement. NCLB requires highly qualified teachers and research-based educational
programs. A state mentoring program would put the North Dakota teaching profession in
the position to not only fulfill those requirements but to leapfrog many states in the
pursuit o f educational excellence.
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APPENDICES

APPENDIX A
NORTH DAKOTA TEACHER MENTORING APPLICATION FORM

Application to be a Mentor Trainer
North Dakota Teacher Mentoring
Name______________Pam Walker_______________________
Mailing Address_____ 309 South Hwy 78_________________
City, State, Zip_______ Ottertail, Minnesota
Phone (Work)

701 -642-4301

56571_______

(H o m e )_ 2 18-367-3005__

e-mail address___ pamwalker74@hotmail.com_____________
School Districf/Building____ Circle o f Nations School______
Grade Level/Subject Area_______ Technology 5 - 8th grade_
Years in current teaching position________ 10_____________
Years o f formal mentoring experience______ 1_____________
Briefly explain why you want to become a trainer o f mentors, and state your
qualifications to do so:
Mentoring is an opportunity to grow both professional and personally. Teaching
has become a profession of a tremendous amount of stress as well as great rewards,
however, without someone to help you through the stressful parts the rewards seem
to come fewer and further between. My experience teaching at a therapeutic
school gives me insight to emotions and an understanding o f many situations that I
would not have without this opportunity and many others do not have because of
their lack o f this opportunity.
/ -/d

Recommendatiolfof Supervisor

Date

-Qhx\ WaOTiC_

/-/o
Date

Signature of Applicant
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APPENDIX B
NORTH DAKOTA TEACHER MENTORING AGREEMENT

North Dakota Teacher Mentoring Agreement
2005-2006 Academic Year
Mentor’s Name________
Mentee’s Name________

,

Mentee’s School District_______
Mentee’s Teaching Assignment(s).
Mentee’s Grade Levells)
Mentee’s Mailing Address____
City and Zip Code
Mentee’s Work Phone
Mentee’s Home Phone
Mentee’s e-mail address________

School Mentoring Coordinator or Principal’s Signature

Date

Mentor’s Signature

Date

Mentee’s Signature

Date

Number of registration forms:

________;MiSU

Education Standards and Practices Board
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________ N D S U ________ UND

Governor’s Teacher Quality Grant

APPENDIX C
NORTH DAKOTA TEACHER MENTORING LOG

North Dakota Teacher Mentoring Log
Mentors must log each significant mentoring activity using the checklists provided. Please add comments for each entry. Compiete a log each
month and submit to Loris Marcusen at ROB 127, Tayior, ND 58656 or lmarcusen@state.nd.us. Logs must be received by the 7thday of each
successive month.
Month_______Total hours___________
Date

□
□
0
□
□

Mentor_____________________ M e n t e e _________________

Activity

Duration

Goal

Focus

(c h e c k o n e )

(d e c im a ls )

(c h e c k a ll th a t a p p ly )

(c h e c k a ll th a t a p p ly)

One-on-one
C lass observation
Group meeting
Parent conference
Other (d e s c rib e )

'i

□
□
□
□
□

Prof, development
Reflection/assessm ent
Demonstration/modeling
Assistance/support
Other (d e s c rib e )

□
□
□
□
D
Q

Subject content
Pedagogy
Class management
Administrative tasks
Social/personal
Other (d e s c rib e )

Goals of
activity met? (c h e c k

Comment/
Action Items

one)

(d e s c rib e )

D
□
□
O
□

Not at all
Slightly
Som ewhat
Mostly
Completely

Other outcom es?
□
O
□
□
□

One-on-one
C lass observation
Group meeting
Parent conference
Other (d e s c rib e )

□
O
□
□
□

Prof, development
Reflection/assessm ent
Demonstration/modeling
Assistance/support
Other (d e s c rib e )

□
□
□
□
O
□

Subject content
Pedagogy
Class management
Administrative tasks
Social/personal
Other (d e s c rib e )

□
D
□
□
□

Not at all
Slightly
Somewhat
Mostly
Completely

Other outcom es?
□
□
□
□
O

One-on-one
C lass observation
Group meeting
Parent conference
Other (d e s c rib e )

□
□
□
□
□

Prof, development
Reflection/assessm ent
Demonstration/modeling
Assistance/support
Other (d e s c rib e )

□
□
□
□
□
□

Subject content
Pedagogy
Class management
Administrative tasks
Social/personal
Other (d e s c rib e )

□
□
□
□
D

Not at all
Slightly
Somewhat
Mostly
Completely

Other outcom es?
□
□
□
□
□

One-on-one
C lass observation
Group meeting
Parent conference
Other (d e s c rib e )

□
□
□
□
Q

Prof, development
Reflection/assessm ent
Demonstration/modeling
Assistance/support
Other (d e s c rib e )

O
□
□
□
Q
□

Subject content
Pedagogy
Class m anagement
Administrative tasks
Social/personal
Other (d e s c rib e )

□
□
□
□
□

Not at all
Slightly
Somewhat
Mostly
Completely

Other outcom es?

APPENDIX D
NORTH DAKOTA TEACHER MENTORING LOG (REVISED)

North Dakota Teacher Mentoring Log
M e n to rs m ust lo g each sig n ifica n t m en torin g a c tiv ity u sin g th e ch ecklists p ro v id e d . P le a se a d d com m en ts f o r each entry.. L o g s m u st be r e c e iv e d b y L oris
M arcusen, M en to rin g C o o rd in a to r,b y th e f d a y o f each su c c e ssiv e month. P le a se s e n d to B ox 127, Taylor, N D 5 8 6 5 6 o r im arcusen(a)state.nd.us.

M onth

Total Hours

D ate

M entor

Protege

Activity

Duration

Goa!

F ocu s

(check one)

.25,.5,.75

(check a ll that apply)

Domain & component

□
□
D
□
□

One-on-one
Class observation
Group meeting
Parent conference
Other (describe)

□
□
□
U
D

Prof, development
Reflection/assessment
Demonstraiion/modeling
Assistance/support
Social/personal

□
□
□
D
D

One-on-one
Class observation
Group meeting
Parent conference
Other (describe)

□
□
□
□
□

Prof, development
Reflection/assessment
Demonstration/modeling
Asslstance/support
Social/personal

□
□
□
□
□

One-on-one
Class observation *
Group meeting
Parent conference
Other (describe)

□
Q
□
□
D

Prof, development
Reflection/assessment
Demonstration/modeling
Assistance/support
Social/personal

O
D
□
□
D

One-on-one
Class observation
Group meeting
Parent conference
Other (describe)

□
□
□
□
D

Prof, development
Reflection/assessment
Demonstration/modeling
Assistance/support
Social/personal

C om m en ts

CAOocuments and SeitirigstpamwaikertLoeal SettingstTemporary Internet Fil6S\Content.lE5\81 EVG92j\TOE Mentoring Log Rewstons.doc

APPENDIX E
NORTH DAKOTA TEACHER MENTORING
PARTICIPATION LETTER
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Education Standards and Practices Board
600 E. Boulevard Ave., Dept. 202
Bismarck, ND 58505-0080
(701)328-2264 Fax (701) 328-2815
http://www.state.nd.us/espb

BOARD

D a te :

S p rin g 2 0 0 5

To:

P r o s p e c tiv e M e n to r s

F ro m :

L o ris M a r c u s e n , C o o rc lin a o r
N o rth D a k o ta T e a c h e r M e n to rin g

RE:

T ra in in g in fo rm a tio n

W e lc o m e to N o rth D a k o ta T e a c h e r M e n to rin g . Y o u r a p p lic a tio n to b e c o m e a m e n to r h a s b e e n a c c e p te d .
T h e tra in in g w ill b e h e ld J u ly 1 9 , 2 0 , 2 1 a t th e B is m a rc k D o u b le w o o d In n . A b lo c k o f ro o m s h a s b e e n s e t
a s id e u n d e r "s ta te m e n to rin g " . P le a s e c a ll 2 5 8 - 7 0 0 0 o r 1 -8 0 0 - 5 5 4 - 7 0 7 7 if y o u n e e d a ro o m . T h e tra in in g
w ill run fro m .8:00 - 4 :3 0 e a c h d a y .
T w o (2 ) h o u rs o f g r a d u a te c re d it w ill b e a v a ila b le th ro u g h N D S U , U N D , o r M iS U fo r a $ 1 0 0 re c o rd in g fe e .
Y o u w ill b e g iv e n th e o p p o rtu n ity to re g is te r o n J u ly 19. In o rd e r to c o m p le te th e re q u ir e d h o u rs , y o u w ill
n e e d to a tte n d a n a d d itio n a l tra in in g s e s s io n o n O c to b e r 8 in B is m a rc k fro m 8 :0 0 - 4 :0 0 .
W h e n y o u h a v e b e e n m a tc h e d w ith a m e n te e b y y o u r p rin c ip a l a n d m e , y o u a n d y o u r m e n te e w ill b e
e lig ib le to re g is te r fo r tw o ( 2 ) h o u rs o f g ra d u a te c re d it fo r th e m e n to rin g y e a r. T h e c re d it w ill b e a v a ila b le
th ro u g h N D S U , U N D , o r M iS U for a $ 1 0 0 re c o rd in g fe e . Y o u w ill h a v e th e o p p o rtu n ity to r e g is te r fo r th is
c o u rs e iri S e p te m b e r .
Y o u will b e re im b u rs e d fo r e x p e n s e s d u rin g a ll fo u r d a y s o f tra in in g , in c lu d in g m ile a g e , lo d g in g , m e a ls ,
a n d m a te ria ls .
T h a n k y o u fo r y o u r in te re s t in m e n to rin g a b e g in n in g te a c h e r. I a m e x c ite d a b o u t h e lp in g y o u p r e p a r e fo r
th a t role.

*

Loris Marcusen
FOB 127
Taylor, ND 58656
(701)974-3954
(701)290-1969 cell
lmarcusen@state.nd.us

The Education Standards and Practices Board docs net advocate, permit, nor practice discrimination on the basis of sex, race, national
origin., religion, age or disability as required by various state and federal laws.
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APPENDIX F
DOMAINS

DOMAIN 1:

DOMAIN 2:

PLANNING AND PREPARATION

THE CLASSROOM ENVIRONMENT

la : D em onstrating Know ledge of C ontent and Pedagogy
Knowledge of content
Knowledge o( prerequisite relationships
Knowledge ol content-related pedagogy

2a: C reating an E nviron m ent of R espect and R apport
:

Teacher interaction with students
Student interaction
2b: Establishing a C ultu re for Learning

lb : D em onstrating K now ledge of Students
Knowledge
Knowledge
Knowledge
Knowledge

Importance of content
Student pride in work
Expectations for learning and achievement

of characteristics of age group
of students’ varied approaches to learning
of students' skills and knowledge
of students’ interests and cultural heritage

2c: M anaging C lassroom Procedures
Management of instructional groups
Management of transitions
Management ot materials and supplies
Performance of norilnstructional duties
Supervision of volunteers and paraprofessionais

1c: Selecting Instructional Goals
Value
Clarity
Suitability for diverse students
Balance

2d: M anaging S tud en t B ehavior

1d; D em onstrating K now ledge of R esources

Expectations
Monitoring of sludent behavior
Response to sludent misbehavior

Resources for teaching
Resources of students
le : D esigning C o h e re n tln s tru c tlo n

2e: O rganizing Physical S pace

Learning activities
instructional materials and resources
Instructional groups
Lesson and unit structure

Safety and arrangement of furniture
Accessibility to learning and use of physical resources

1 f: A ssessing Student Learning
Congruence with instructional goals
Criteria and standards
Use for planning

, DOMAIN 4;
PROFESSIONAL RESPONSIBILITIES
4a: R eflecting on Teaching

3a: C om m u nicating C learly and A ccurately

Accuracy
Use in fulure leaching

Directions and procedures
Oral and written language

4b: M aintaining A ccurate Records

3b: U sing Q u estio nin g an d D iscussion Techniques

Student completion of assignments
Student progress in learning
Noninstructlona! records

Quality of questions
Discussion techniques
Sludent participation

4c: C om m unicating with Fam ilies

3c: Engaging S tud en ts in Learning

information about Ihe instructional program
Information about individual sludents
Engagement ot families in the Instructional program

Representation ot content
Activities and assignments
Grouping ot students
Instructional materials and resources
Structure and pacing

4d: C ontributing to the S chool an d D istrict
Relationships with colleagues
Service lo the school
Participation In school and district projects

3d: Providing F e e dback to Students
Quality: accurate, substantive, constructive and specific
Timeliness

4o: Grow ing and D eveloping Professionally

3e: D em onstrating Flexib ility and R esponsiveness

Enhancement of content knowledge and pedagogical skill
Service lo the profession

Lesson adjustment
Response to Students
Persistence

4f: Show ing Professionalism
Service lo sludents
Advocacy
Decision making

<m
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APPENDIX G
SURVEY OPEN-ENDED QUESTIONS

I was a veteran teacher in a new district, so I agreed to take part in the NDTMP. 1 fell that it greatly assisted
my transition into a new district because I had the opportunity to spend one-on-one time with a veteran
employee of my new district. I was able to see how other teachers handle situations as well as learn the
group dynamics of my new school. I really enjoyed the program and would not mind serving as a mentor
myself.
Knowing I had somebody to go to if I needed anything or had any questions.
Visiting with an experienced educator.
The most valuable part was having contact with a mentor who would give me ideas and moral support.
Staying in touch with the current trends in education and helping the people I mentor with questions and
concerns that they have with real life classroom situations.
Interaction between other professionals in the field. The suggestions given by my mentor.
The most valuable part of the North Dakota Teacher Mentoring Program to me was just knowing that you
had someone you could count on to help you and answer any of your questions.
Jsut getting advice from my mentor on what to do in certain situations and being able to talk with her about
anything I needed.
If it wasn't for my mentor, I wouldn't have stayed in the teaching profession. She gave positive support to
me in times when things were tough in the school I was at. I am very happy I had the chance to participate
in the NDTMP.
I enjoyed working closely with another Title 1 teacher in the same school district. After teaching
kindergarten and 3rd grade for a number of years I liked the idea of sharing our expertise with one another.
It was good to have someone to confer with especially with the paper work involved in the Title 1 position.
I feel more confident this year and it would have been nice to have one more year with the program. I feel
that I have skills now to be a mentor myself. It was a very worthwhile program.
The credits available.
The conference at the beginning of the year was positive. My time with my mentor, however, was almost
nonexistent and not really helpful.
I enjoyed being able to visit with my mentor each week. It was nice to be able to express myself and my
mentor did a great job of helping out with the jobs needed to be done —besides teaching.
It was nice to have a group of people around as a support system. Being a first year teacher is exciting and a
little scary. It was nice to have someone around to talk to about the classroom, students, ideas, and help
with new things as they arose.
Having someone that I can go talk to whenever I needed help with something or just to talk to about
anything. It is very helpful and makes me feel like I can do my job better with input from an experienced
person.
The most valuable thing I gained from the mentoring program was the chance to meet other teachers from
throughout the district. I developed some very strong relationships through the process, and for this I am
thankful. I would like to see the mentoring program change a little however. I would like it to be possible
for the new teacher, the mentee, to select their own mentor instead of one being assigned to them. I feel that
this would make the experience that much better and will not make the mentee intimidated of their mentor.
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This happened in my case. My mentor made it very uncomfortable for me, and I dreaded going to meetings
with the individual. So, in the future it would be great to see the mentoring program adopt that philosophy.
Let the mentee get comfortable in their school, and let them find someone their own building that they fee!
comfortable with or look up to.
Having someone assigned to go to with basic questions and for advice.
Having someone to explain and show how things were done and being able to ask the person questions.
Being able to ask my mentor any question about the subject (and occaionally other things) any day and
getting a good response right away.
Having a mentoring teacher always available, feeling more secure, having somebody, rather than my
husband to share.
Having someone to collaborate with and bounce ideas off of; having someone to review the written and
unwritten rules of the school.
Meeting with people that had the same kinds of questions and could give you advice or just listen to you. It
also helps to have a mentor that is located in the same building as the mentee.
Having someone to go to with my frustrations and to know that it was okay to complain to her —that was
her job. Not only would she listen, but sometimes she had solutions.
My mentor was very helpful in learning the ropes of a new school. I would encourage schools to use this
program.
To be quite honest, I was putting off the survey because I didn’t want your committee to know what type of
mentor I had. Although I filled out all the paper work with my mentor, 1 felt I was mentoring her at times.
However, she is an experienced teacher. I feel my strategies are more effective and more knowledge based
for beginning teachers. I thank you and your committee for your time in participating in this mentoring
program and look forward to hearing from you soon. I truly hope your surveys are not public to the person
that mentored me because that would jeopardize my professional friendship l have with this individual.
Once again, thank you for your time.
It was valuable to have someone within your building to help you understand the procedures of the school
and district as well as to explain the activities, curriculum, or procedures that v/ould not normally be
explained in staff meetings or throughout the school year.
Interacting with other teachers.
I believe the; most valuable part of the program for me was to talk with my mentor about problems and/or
ideas that I had. I liked that my mentor was someone who was in the same field as I was because I know
that doesn't always happen. ***I teach at a high school grades 10-12, so I wasn't sure how to answer the
question on the front. Thanks.
Having someone in my school that I could go and talk to when I had problems.
1thought the speakers were good. 1 enjoyed most of the sessions. I learned the most about the
administrative parts of teaching.
Hearing the experiences of other new teachers and visiting about common problems and conflicts of
teachers and classrooms.
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Having someone who understands exactly what I am going through to talk to.
Working with the mentor for classroom and lesson plan ideas.
Having someone to go to with any question without having to feel like you are bothering them. Also,
having an experienced teacher givir advice and ideas was very helpful.
Having a specific person to go to if I needed anything or had any questions.
My Mentee was experienced, helpful and full of resources to help me solve problems dealing with all
aspects of teaching. Her attitude and experience helped motivate me to constantly work towards my best
teaching skills.
Having someone who has more experience with the school system being able to tell me the things I need to
do.
My situation was unique. I was a veteran teacher of 27 years in the classroom when I started this new
position as a GT instructor. My mentor was a veteran in GT and a colleague as well. We used the
mentoring process as a learning and growing process for me as well as a sharing process. It was a time for
her to share resources, existing and new, as well as a time for both of us to collaborate on how these
resources could be used and developed to meet the needs of our students and our program. We used the
time to share, collaborate, bounce ideas, question, and create. While we may have done some of this
without the mentoring process, it gave us a format to use and guided me as I learned about my new
position. I think I am a true example of the fact that the mentoring process is not just for a new teacher.
Even after 27 years in education, embarking on a new area of teaching generated as many questions for me
as a new teacher may have. I still have a lot of questions, and I still rely on my "mentor" to assist me and
provide me with guidance as I continue to learn. I can only imagine the benefits thi s program could have
for a first year teacher. I wish it had been available for me 30 years ago when I first started teaching...great
program...needs to be continued.
Networking with other teachers.
I was only in the mentoring program for a few months. I dropped out because I was not a new teacher and
only needed the help to get me up to speed with the new setting. I was also able to get much guidance from
the other special education teachers that I worked with daily.
Being able to visit with peers about what works in their classrooms, getting different ideas, the classroom
management.
The conferences. My mentor taught a different area than myself, and for me it was not a worthwhile
experience. She did not try to understand the differences between our jobs or try to make an effort to meet
for the required hours. If I had a different mentor, I feel that this could have been a very worthwhile
program.
Having someone to ask about anything!!! This was a real stress-reliever my first couple of years and I
really do not know how I would have made it without this program! I had a wonderful mentor and I feel
sorry for anyone who does not come into teaching with such a wonderful and supportive program.
Learning that many other teachers (both experienced and non-experienced) sometimes have the same
problems. Being able to brainstorm with my mentor on solutions and ideas was a godsend to me. This is a
very important and integral program to keep alive for teachers everywhere.
I feel that the most valuable part of this program was building the relationships that I did. I am much more
comfortable as a teacher because I can ask for advice and for help from different teachers. I had a very
helpful mentor which has helped me in every way become a better teacher and more confident.
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Knowing that I had someone to go to at all times if 1needed help or questions answered.
Knowing that I had someone to go to if I had a problem.
Always knowing I had someone to go to for guidance regardless of the issue.
Social gatherings with coworkers.
Getting feedback from a professional. I formed a good relationship with my mentor. She helped me feel
comfortable with my job. She gave me confidence and pointers that helped me learn more about myself
than I would have on my own.
I would say the most valuable part was having a mentor, having someone in the same field and who has
been in the district for a few years, act as a resource to me. She was able to help me out when I had
questions or wasn't sure what to do. She sent notes or materials that she thought would be helpful. I was
able to share information that I had been given in Grad School and used in internships with her as well. I
am very grateful for everything she did for me. She made the “first year” a little easier.
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APPENDIX H
LETTER FROM JANET WELK

December 18, 2006

E D U C A T IO N
STA N D A R D S
it u d

P B A C n C C S B O «= tD

To Whom It May Concern*

As Director of the North Dakota Education Standards and Practices Board,
I hereby give Pain Walker permission to use data derived from the
Teacher Quality Enhancement Grant Mentoring Program for teachers and
report results in aggregate form.
271ft CirUwwoy

Suifca.ftfta.
Bismarck. North D akota

This use is confined to activities associated with doctoriai research. All
individual results must he kept in strict confidence. All files and data will
he kept secure and appropriate measures will he taken to protect data
security at the conclusion of the research.

8 0 5 0 3 -0 5 8 5

&
7bf: 701-328-9641

Executive Director

M W 701-3B8-O647

w w w ,r id ,c o v /« * p t >
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APPENDIX I
TEACHER QUALITY GRANT IN-KIND MATCH FORM

Teacher Quality Grant In-Kind Match
North Dakota Education Standards and Practices Board
SFN 4609
Name:

Social Security Number:

Mailing Address:

City, State, Zip Code:

Home Phone:

Work Phone:

Hours spent on Teacher Quality Initiative:
‘’A • ,

Monthly Gross Salary:

Total (office use only):

Signature:

APPENDIX J
SURVEY PARTICIPATION LETTER

Letter o f Participation

January 4, 2007
North Dakota Teacher Mentoring Program Participants
Dear
You are invited to participate in a dissertation study being completed by Pam Walker, candidate for a Ph. D., at
the University of North Dakota, under the supervision of her advisor, Dr. Larry Klundt of the University of
North Dakota Educational Leadership Department. The purpose of this study is to examine the effects of the
North Dakota Teacher Mentoring Program (NDTMP) on the proteges participating in the program. The North
Dakota Teacher Mentoring Program was initiated through a Title II Quality Enhancement Grant in 2002. The
grant was written to address the retention of quality teachers in our state. Your input is important in developing
an accurate understanding of the effects the NDTMP.
Participation is voluntary. If you choose to participate, there will be no monetary compensation other than the
knowledge of your contribution to the betterment of the teaching profession. All information obtained will be
kept confidential and put into statistical form to alleviate any possibility for reprisal or ramification. Your
participation will be vital to a complete and comprehensive study.
Data and consent forms will be kept in separate locked and fire proof cabinet for a minimum of three years after
the analysis of the data and completion of the study. Access to the data will be given to the researcher, the
researcher’s advisor, and the appropriate people who audit UND Institutional Review Board procedures.
If you have any questions, comments, or concerns about this study, please contact Pam Walker at 218-3673005, or Dr. Larry Klundt at 701-777-4255, Department of Educational Leadership. Specific procedural
questions, comments, or concerns should be directed to the UND Research Development and Compliance office
at 701-777-4279.
The survey should take approximately 10 minutes or less to complete. Please complete the survey by Friday,
January 10,2007.
Thank you. Your cooperation and participation is greatly appreciated.
Pam Walker
218-367-3005
Pamwalker74@hotmail.com

Dr. Larry Klundt
Associate Professor of Educational Leadership
701-214-1514 (cell phone)
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